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countered  in  thus  adapting  schools,  and  Section  V  outlines  the  steps  involved 
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EDITOR'S  PREFACES 

ij 

In  accepting1  for  one  of  its  Yearbooks  a  report  prepared  by  a 
group  of  investigators  not  primarily  organized  from  its  own  initia¬ 
tive,  though  comprised  almost  entirely  of  its  own  active  members, 
this  Society  is  but  continuing  a  precedent  that  has  been  followed 
at  various  times  during  the  past,  and  with  advantage  both  to  the 
investigators  and  to  itself.  Nor  is  this  the  first  time  that  the  Year¬ 
books  have  dealt  with  reading.  On  the  contrary,  it  will  be  recalled 
that  the  Twentieth  Yearbook,  Part  II,  published  in  1921,  was 
devoted  to  the  “Report  of  the  Society’s  Committee  on  Silent  Read¬ 
ing,  Mid  also  that  numerous  helpful  discussions  concerning  reading 
appeared  in  the  Nineteenth  Yearbook ,  Part  I  and  the  Twentieth 
Yearbook,  Part  I,  on  “New  Materials  of  Instruction,”  and  at  various 
points  m  the  several  Yearbooks  (Fourteenth,  Part  Ij  Sixteenth, 
Part  I;  Seventeenth,  Part  I;  ami  Eighteenth,  Part  II)  that  dealt 
with  “Minimal  Essentials  in  Elementary-School  Subjects”  and 
Economy  of  Time  in  Learning.”  Despite  these  many  references  to 
the  subject,  this  present  Y earhook  will  not  eome  amiss,  for  reading  is 
so  obviously  the  key  subject  of  the  elementary  grades  and  has,  as  this 
Yearbook  rightly  stresses,  so  many  ramifications  and  contacts  with 
the  other  school  subjects  and  with  important  attitudes  and  habits 
of  mental  work  that  we  cannot  have  too  much  light  thrown  upon  its 
aims  and  methods. 

Members  of  the  Society  will  appreciate  alike  the  authoritative¬ 
ness  of  the  present  volume  and  the  care  with  which  its  compilers 
have  kept  clearly  differentiated  what  is  known,  what  is  merely  the 
best  opinion,  and  what  is  yet  unknown  and  in  urgent  need  of 
Imeaal&mMtm.  G.  W. 


INTRODUCTION 


Purpose  and  appointment  of  the  Reading  Committee.  At  a  con¬ 
ference  of  representative  school  men  held  in  December,  1922,  the 
fact  was  emphasized  that  there  is  great  waste  of  time  and  effort 
in  teaching  many  school  subjects.  The  opinion  was  unanimous 
that  progress  in  improving  instruction  would  be  far  more 
rapid  if  school  officers  and  teachers  were  provided  with  carefully 
prepared  suggestions  concerning  debatable  issues  in  particular 
fields.  The  members  of  the  conference  voted,  therefore,  to  recom¬ 
mend  to  Commissioner  Tigert  that  a  committee  be  appointed  to 
make  a  study  of  important  problems  in  one  subject,  namely,  reading, 
and  to  prepare  recommendations  based  on  experimental  evidence  as 
far  as  possible,  and  on  expert  opinion  where  such  evidence  is  lack¬ 
ing.  A  committee  of  seven  was  officially  appointed  in  January,  1928. 
Another  member  was  added  to  the  committee  later. 

Brief  resume  of  activities  and  problems  of  the  Committee.  The 
first  meeting  of  the  committee  was  held  in  Cleveland,  February  28, 
1923,  when  a  general  plan  of  procedure  was  adopted.  The  first  steps 
taken  were  to  secure  from  teachers  and  supervisors  a  list  of  reading 
problems  that  presented  serious  difficulty.  The  reports  received  from 
the  teachers  of  more  than  fifty  cities  contained  a  wealth  of  invalu¬ 
able  information.  With  a  summary  of  this  material  at  hand  the  com¬ 
mittee  met  in  Chicago  in  May  for  a  conference  concerning  the 
nature  and  scope  of  the  proposed  report.  During  the  course  of  the 
conference  two  facts  became  evident:  first,  that  suggestions  were 
needed  concerning  practically  every  phase  of  reading  instruction; 
and  second,  that  most  of  the  recommendations  which  should  be  made 
could  be  organized  to  advantage  about  eight  or  ten  problems  of 
major  importance.  The  plan  was  adopted,  therefore,  of  assigning 
one  or  more  problems  and  their  related  issues  to  each  member  of  the 
committee,  who  was  authorized  to  secure  the  assistance  of  experts 
in  studying  them  and  in  preparing  a  report.  It  was  also  agreed  that 
these  reports  should  include  systematic  discussions  of  the  problems 
in  each  field,  rather  than  a  series  of  brief  recommendations  concern¬ 
ing  specific  issues.  The  committee  hoped  that  such  discussions  would 
not  only  provide  answers  to  specific  questions,  but  would,  in  addi¬ 
tion,  prove  a  valuable  source  of  information  for  use  in  reorganizing 
courses  of  study  and  in  improving  classroom  teaching. 

During  the  summer  and  autumn  of  1923,  it  was  found  that  the 
problem  assigned  required  more  time  for  study  than  members  of  the 
committee  could  spare  from  their  regular  professional  duties.  Fur¬ 
thermore,  no  funds  were  available  to  defray  expenses  for  necessary 
conferences..  These  facts  are  referred  to  here  because  the  Reading 
Committee  is  convinced  that  adequate  provision  of  both  time  and 
funds  should  be  made  in  the  future  for  committees  whieh  are  to 
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undertake  pieces  of  work  of  large  importance.  Fortunately,  in  the 
present  case  timely  steps  were  taken  by  various  agencies  which 
provided  the  committee  with  much  needed  assistance. 

The  first  step  was  the  adoption  by  several  national  organizations 
of  a  resolution  supporting  the  recommendation  that  governing 
boards  be  asked  to  relieve  members  of  committees  engaged  in  enter¬ 
prises  of  major  importance  from  a  part  or  all  of  their  regular  duties 
for  a  period  of  time  on  pay.  A  copy  of  the  resolution  follows : 

“At  a  recent  meeting  of  a  group  of  representative  schoolmen  before 
whom  the  work  of  the  Committee  on  Reading  appointed  by  Commissioner 
Tigert  was  reported,  it  was  pointed  out  that  the  assembling  and  inter¬ 
pretation  of  the  material  which  should  be  made  available  for  the  use  of 
teachers  and  supervisors  would  require  more  time  and  energy  than  the 
members  of  the  committee  could  give  while  meeting  their  regular  profes¬ 
sional  obligations.  In  order  that  this  service  might  be  rendered  to  the 
profession,  it  was  urged  that  the  institutions  and  school  systems  in  which 
the  committee  are  employed  be  asked  to  relieve  them  for  a  period  of  time 
on  pay  from  a  part  or  all  of  their  regular  duties  in  order  that  they  might 
complete  the  work  undertaken.  It  was  recommended  as  well  that  this 
policy  in  the  cases  of  enterprises  of  major  importance  be  sanctioned  by 
professional  organizations  interested  in  such  work  by  resolution  in  their 
next  annual  meeting.  In  support  of  the  recommendation,  several  individ¬ 
uals  reported  action  by  the  governing  boards  under  which  they  are  em¬ 
ployed,  relieving  them  from  Lheir  duties  in  order  that  they  might  render 
important  professional  service,  significant  not  only  to  their  own  group 
but  also  to  the  development  of  scientific  work  in  education  and  to  the 
efficiency  of  all  workers  in  that  field.” 

The  adoption  of  this  resolution  made  it  possible  for  members  of 
the  committee  to  secure  permission  to  leave  their  regular  work  for 
short  periods  of  time  to  attend  a  limited  number  of  conferences.  The 
committee  was  further  assisted  in  its  work  by  a  subsidy  from  the 
Commonwealth  Fund. 

As  a  result  of  the  generous  attitude  of  governing  boards  and  of 
the  subsidy  whieh  was  granted,  the  Reading  Committee  was  able  to 
continue  its  work  in  1924.  A  conference  lasting  for  three  days  was 
held  in  February  during  the  week  of  the  Chicago  meeting  of  the 
Department  of  Superintendence.  Brief  conferences  were  also  held  in 
Chicago  and  in  Toledo  during  May  and  June  by  members  of  the 
committee  who  were  interested  in  particular  problems.  Preliminary 
drafts  of  the  report  were  submitted  to  various  members  of  the  com¬ 
mittee  during  August  and  September  for  criticism  and  suggestions. 
A  final  meeting,  lasting  for  seven  days,  was  held  in  Chicago  in  Octo¬ 
ber.  At  this  time  members  of  the  committee  worked  intensively  on 
sections  of  the  report,  engaged  in  critical  discussions  of  the  various 
chapters,  and  modified  and  refined  their  recommendations.  It  is 
needless  to  state  that  far  more  time  could  have  been  used  to  distinct 
advantage  for  these  purposes. 

Nature  and  validity  of  the  recommendations.  The  committee  was 
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requested  at  the  time  of  its  appointment  to  prepare  recommenda¬ 
tions  concerning  debatable  issues  in  the  field  of  reading,  based  on 
experimental  evidence,  as  far  as  possible,  and  on  expert  opinion 
when  evidence  was  lacking.  It  has  endeavored  to  follow  instructions 
and  to  provide  valid  recommendations.  Each  member  of  the  commit¬ 
tee  has  made  a  careful  study  of  investigations  relating  to  his  prob¬ 
lems  and  has  referred  frequently  in  the  report  to  investigations 
which  support  the  recommendations  that  are  made.  Each  section  of 
the  report  has  been  studied  critically  by  individual  members  of  the 
committee  and  constructive  suggestions  offered.  The  revised  reports 
have  been  discussed  deliberately  by  the  committee  as  a  whole 
and  additional  changes  made.  It  was  impossible  to  secure  experi¬ 
mental  evidence  in  support  of  each  recommendation  included  in 
the  repoi't.  Furthermore,  there  was  inadequate  time  at  the  disposal 
of  the  committee  to  discuss  all  recommendations  in  detail.  It  is  quite 
probable,  therefore,  that  suggestions  have  been  included  which  are 
not  entirely  valid  and  that  future  experimental  studies  may  justify 
departure  from  some  of  the  recommendations  in  this  report.  Mean¬ 
while,  practical  workers  in  the  field  may  be  assured  that  the  report 
contains  the  most  carefully  considered  recommendations  available  at 
present  in  the  field  of  reading. 

Because  of  the  limitations  of  this  report,  the  Reading  Committee 
recommends  that  a  committee  be  organized  to  continue  studies  in  the 
field  of  reading.  Field  studies  as  well  as  laboratory  studies  should  be 
encouraged.  There  is  special  need  of  a  series  of  investigations  in 
city  systems  to  determine  the  most  effective  ways  of  organizing  and 
supervising  reading  instruction.  There  is  also  need  of  a  series  of 
studies  to  determine  methods  of  teaching  which  secure  results  most 
economically  and  effectively.  Funds  should  be  provided  which  will 
make  it  possible  for  a  committee  to  carry  on  its  work  systematically. 
In  from  three  to  five  years,  a  subsequent  report  should  indicate 
clearly  the  progress  which  has  been  made  in  the  scientific  study 
of  reading  problems,  the  changes  in  instruction  which  are  justified 
by  such  investigations,  and  the  problems  which  are  in  most  need  of 
further  study.  It  is  only  through  well-organized,  systematic  effort 
extending  over  a  period  of  years  that  instruction  in  reading,  or  in 
any  other  subject,  may  be  definitely  established  on  a  scientific  basis. 
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CHAPTER  I 

READING  ACTIVITIES  IN  SCHOOL  AND  IN  SOCIAL  LIFE 


Point  of  view.  The  justification  of  any  subject  in  the  curriculum 
is  that  it  enables  pupils  to  engage  effectively  in  desirable  life  activ¬ 
ities.  In  keeping  with  this  principle,  instruction  in  reading  should 
take  account  first  of  the  reading  experiences  of  children  and  adults 
in  the  home,  in  school,  and  in  all  social  life.  Information  about  these 
experiences  aids  in  determining  the  kinds  of  reading  that  people  do 
and  should  learn  to  do  better.  It  may  also  reveal  the  reading  activ¬ 
ities  that  deserve  and  need  special  encouragement. 

It  is  the  purpose  of  this  section  to  consider  important  facts  con¬ 
cerning  reading  in  school  and  in  modern  life,  and  to  outline  types 
of  reading  activities  in  which  children  and  adults  frequently  engage. 
Such  an  outline  reveals,  in  a  limited  way,  the  breadth  and  variety 
of  reading  activities  that  should  be  considered  in  planning  a  pro¬ 
gram  of  instruction. 

Relation  of  reading  to  school  activities.  The  most  important 
change  of  recent  years  in  classroom  instruction  is  the  enrichment 
of  the  course  of  study  and  of  the  opportunities  offered  to  children. 
Instead  of  few  textbooks  relating  to  a  limited  number  of  topics,  the 
progressive  school  to-day  provides  wide  reading  opportunities  in 
many  fields.  Furthermore,  the  solution  of  most  classroom  problems 
requires  the  skillful  use  of  books  and  sources  of  information.  The 
library  **is  the  place  where  the  children  bring  the  experiences,  the 
problems,  the  questions,  the  particular  facts  which  they  have  found 
and  discuss  them  so  that  new  light  may  be  thrown  upon  them,  par¬ 
ticularly  new  light  from  the  experiences  of  others.”  .  .  .1 

These  tendencies  have  resulted  in  establishing  a  very  close  rela¬ 
tion  between  reading  and  practically  every  school  activity.  As  a 
special  subject  of  instruction,  it  is  intimately  related  to  children’s 
daily  experiences  and  language  activities,  and  should  be  taught  in 
connection  with  them  As  a  means  of  gaining  information  and  pleas¬ 
ure,  it  is  essential  in  every  content  subject,  such  as  history,  geog¬ 
raphy,  arithmetic,  science,  ami  literature.  In  fact,  rapid  progress  in 

1  John  Dewey,  School  and  Society,  n.  100.  Chicago :  University  of 
Chicago  Press,  1900. 
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these  subjects  depends  in  a  large  degree  on  the  ability  of  pupils  to 
read  independently  and  intelligently.  It  follows  that  good  teaching 
must  provide  for  the  improvement  and  refinement  of  the  reading 
attitudes,  habits,  and  skills  that  are  needed  in  all  school  activities 
involving  reading. 

Significant  Facts  About  Reading  in  Modren  Life 

Intelligent  reading  essential.  One  of  the  noteworthy  developments 
of  the  last  decade  is  a  keener  appreciation  of  the  importance  of 
intelligent  reading  in  social  life.  Investigations  2  show  that  it  is  an 
indispensable  means  of  “familiarizing  adults  with  current  events, 
with  significant  social  issues,  with  community  and  national  prob¬ 
lems,  and  with  American  institutions,  ideals,  and  aspirations.”  It 
is  essential  also  in  attaining  vocational  efficiency,  in  broadening 
one’s  range  of  general  information,  and  in  securing  pleasure  and 
profit  during  leisure  hours.  An  additional  value  has  been  expressed 
forcibly  in  the  following  terms: 

We  cannot  deal  with  men  and  affairs  beyond  our  personal  touch 
without  the  printed  record  to  give  us  understanding  of  them.  All  co¬ 
operation  begins  with  understanding  and  the  sympathy  which  flows 
from  understanding.  Democracies  with  a  far-flung  population,  greatly 
diversified  in  occupation  and  manner  of  life,  must  rely  heavily  for 
common  appreciations  upon  printed  records,  newspapers,  magazines,  and 
books.  .  .  .  Thus  teachers  and  schools  have  become  necessary  to  that 
expanded  power  of  appreciation,  chiefly  gained  through  books,  which 
our  modern  democracies  and  world  relations  require.3 

Rapid  increase  in  amount  of  reading.  A  second  significant  fact  is 
that  the  amount  of  reading  has  increased  rapidly  during  recent 
years.  It  has  been  shown4  that  the  number  of  newspapers  and  maga¬ 
zines  issued  has  increased  at  least  500  percent  since  1880,  although 
the  increase  in  population  during  the  same  period  has  been  little 
more  than  one  fifth  as  much.  Reeent  estimates  of  the  daily  circula¬ 
tion  of  newspapers  place  the  number  above  thirty  millions.  It  is 
doubtless  safe  to  conclude  that  the  number  of  readers  is  far  greater. 


2  William  S.  Gray,  “Importance  of  intelligent  silent  reading,”  Elemen¬ 
tary  School  Journal,  24  (January,  1924),  348-356;  also  other  studies 
referred  to  to  this  article. 

8  Henry  Suzzallo,  Our  Faith  in  Education,  pp.  36-39.  Philadelphia  • 
J.  B.  Lippincott  Co.,  1924. 

4  Charles  H.  Judd,  “Relation  of  school  expansion  to  reading.”  Etemutu. 
ttms  School  Journal,  23  (December,  1922),  253-255. 
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Periodicals,  several  of  which  publish  more  than  a  million  at  each 
issue,  are  everywhere  on  sale.  The  rural  delivery  has  developed  so 
widely  that  nearly  every  community  receives  daily  papers,  govern¬ 
ment  bulletins,  and  magazines.  Furthermore,  free  public  libraries 
containing  thousands  of  books  supply  reading  materials  to  many 
people  in  every  section  of  the  land.  During  the  last  twelve  years 
the  number  of  withdrawals  per  year  in  some  libraries  has  increased 
400  percent.  It  is  evident  that  the  use  of  so  much  printed  material, 
if  intelligently  selected  and  interpreted,  will  produce  a  profound 
effect  on  American  life  in  the  near  future.  Unfortunately,  much  of 
the  material  read  has  little  or  no  value,  and  much  that  is  of  real 
worth  is  read  by  only  a  few. 

Inadequate  reading  attitudes  and  habits.  The  third  fact  is  that  a 
surprisingly  large  number  of  people  are  not  interested  in  reading, 
do  not  read,  and,  in  fact,  cannot  read  effectively  even  simple  mate¬ 
rial.  The  results  of  the  army  tests  led  to  the  conclusion5  that  “there 
must  have  been  over  a  million  of  our  soldiers  and  sailors  who  were 
not  able  to  write  a  simple  letter  or  read  a  newspaper  with  ease.” 
This  statement  was  followed  by  another  of  even  greater  significance, 
namely:  “This  deficiency  was  not  caused  by  their  never  having 
learned  to  read.  The  fact  is  that  an  overwhelming  majority  of  these 
soldiers  had  entered  school,  attended  the  primary  grades  where 
reading  is  taught,  and  had  been  taught  to  read.  Yet,  when  as  adults 
they  were  examined,  they  were  unable  to  read  readily  such  simple 
material  as  that  of  a  daily  newspaper.”  These  facts  make  it  clear 
that  schools  face  two  genuine  problems,  namely,  to  train  all  pupils 
to  read  effectively  and  to  establish  strong  motives  for,  and  perma¬ 
nent  interests  in,  reading. 

Silent  reading  of  largest  social  value.  The  fourth  fact  is  that 
most  reading  is  carried  on  silently.  In  a  study 6  of  the  reading 
habits  of  more  than  nine  hundred  adults  representing  practically 
every  station  in  life,  it  was  found  “that  fewer  than  5  percent  read 
aloud  on  other  than  very  infrequent  occasions.”  It  is  no  doubt  true 
that  many  adults  who  do  not  read  orally  could  do  so  on  occasions 
to  distinct  advantage.  Even  when  such  facts  are  considered,  it  is 


8  May  Ayres  Burgess,  The  Measurement  of  Silent  Reading,  p.  11.  New 
York:  Russell  Sage  Foundation,  1921. 

« William  S.  Gray,  “The  importance  of  intelligent  silent  reading," 
Elementary  School  Journal,  24  (January,  1924),  348-349. 
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evident  that  there  is  need  of  vigorous  emphasis  in  any  program  of 
instruction  on  habits  of  intelligent  silent  reading. 

Children  and  adults  read  for  many  purposes.  The  fifth  fact  is 
that  children  and  adults  read  for  a  wide  variety7  of  purposes.  For 
example,  adults  read  silently  to  secure  general  information  and  civic 
enlightenment,  to  attain  greater  vocational  efficiency,  to  extend 
experience,  and  to  secure  pleasure  during  leisure  hours.  They  also 
read  aloud  at  times  to  inform  or  entertain  others  or  to  derive  pleas¬ 
ure  for  themselves.  Reports8  from  250  teachers  show  that  pupils 
read  for  more  than  thirty  different  purposes  in  preparing  assign¬ 
ments.  For  example,  they  read  to  find  answers  to  questions,  to  follow 
directions,  and  to  select  important  points  and  supporting  details. 
Recent  investigations  9  show  clearly  that  changes  in  the  purposes 
of  reading  and  in  the  kinds  of  material  read  are  accompanied  by 
radical  changes  in  the  habits  that  are  employed  in  reading.  It  fol¬ 
lows  that  children  should  be  trained  to  read  desirable  kinds  of 
material  and  for  a  variety  of  useful  purposes. 

Classification  of  Reading  Experiences 

Two  types  of  reading  experiences.  The  discussion  so  far  has 
emphasized  the  fact  that  reading  is  intimately  related  to  all  school 
activities,  that  it  is  indispensable  in  modern  life,  and  that  children 
and  adults  read  for  many  useful  purposes.  It  is  essential,  therefore, 
that  we  consider  in  greater  detail  the  types  of  reading  that  should 
be  encouraged  through  instruction.  Unfortunately,  a  complete  list 
of  essential  reading  experiences  has  never  been  prepared.  In  the 
tentative  outline  that  follows,  an  effort  has  been  made  to  show  the 
breadth  and  variety  of  reading  activities  in  which  children  and 
adults  engage,  rather  than  to  present  an  exhaustive  list  of  desirable 
activities. 

The  results  of  the  few  available  studies  10  of  uses  of  reading  sug- 


7  William  S.  Gray,  “The  importance  of  intelligent  silent  reading” 

Elementary  School  Journal,  24  (January,  1924),  348-356.  s 

8  William  S.  Gray,  “The  relation  between  reading  and  study,”  Na- 
tional  Education  Association:  Addresses  and  Proceedings,  57  (1919) 

9  Charles  H.  Judd  and  Guy  T.  Buswell,  Silent  Reading:  A  Study  of 
fefee  Various  Types,  Chap.  III.  Supplementary  Educational  Monographs^ 

wVi?-hlca^3 :  Department  of  Education,  University  of  Chicago  1922’ 
William  S.  Gray,  The  importance  of  intelligent  silent  reading” 
Elemental y  School  Journal,  24  (January,  1924),  348-356 

Ernest  Horn  and  Maude  McBroom,  “A  Survey  of  the  Cmer**  /»/ 
m  Reading  ”  University  of  Iowa  Extension  Bulletin,  No.  99  (1024)  V 
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gest  that  reading  activities  may  be  conveniently  grouped  into  two 
types,  depending  more  on  the  attitude  of  the  reader  than  on  the 
subject  matter.  These  are  work-type  and  recreational  reading.  This 
plan  of  classification  has  been  adopted  because  these  two  types 
of  reading  are  frequently  confused  in  classrooms,  and  it  is  desir¬ 
able  to  distinguish  them  for  the  purposes  of  this  report.  It  is  not 
intended,  as  indeed  it  seems  quite  impossible,  to  set  up  any  full 
and  complete  separation  between  them.  Not  only  may  almost  any 
selection  or  book  be  read  with  different  purposes  by  different  read¬ 
ers  or  by  the  same  reader  at  different  times,  but  one’s  attitude  or 
purpose  may  change  in  the  course  of  his  reading.  The  examples 
which  follow,  therefore,  are  merely  suggestions  of  materials  that 
are  often  put  to  the  purposes  mentioned. 

Work-type  reading.  The  work  type  of  reading  is  associated  with 
the  demands  of  our  vocations,  civic  duties,  and  other  phases  of  daily 
life.  Such  reading,  it  should  be  noted,  is  directed  most  often  by 
relatively  conscious  and  practical  purposes.  Thus,  adults  turn  to 
professional  trade,  or  home-making  journals  to  discover  new  and 
important  items  of  information.  Most  people  read  news  items,  ad¬ 
vertisements,  editorials,  and  notices  purposively,  to  direct  action,  to 
study  current  problems,  and,  if  possible,  to  arrive  at  principles  of 
conduct  in  civic  and  personal  matters. 

The  same  sort  of  reading  is  no  less  common  among  children.  Boys 
read  and  follow  directions  in  the  Scout  Manual  and  books  on  radio, 
and  girls  read  similarly  about  campcraft,  cooking,  and  sewing.  Chil¬ 
dren’s  magazines  abound  in  puzzles,  construction  problems,  and 
directions  for  various  activities.  Moreover,  since  schools  are  organ¬ 
ized,  in  large  part,  for  definite  increase  of  knowledge,  a  great  deal 
of  the  reading  assigned  there  belongs  primarily  to  the  work  type. 
Most  lessons  in  history  and  civics,  geography  and  other  sciences, 
mathematics,  and  language  require  this  kind  of  reading.  Unfortu¬ 
nately,  we  have  too  often  required  such  reading,  rather  than  taught 
pupils  how  to  do  it  effectively. 

Typical  Situations  Which  Lead  Children  and  Adults  to  Reading 

of  the  Work  Type 

1.  To  cross  streets,  to  find  stores  and  houses,  and  to  make  longer 
journeys:  reading  signs,  railroad  folders,  maps,  road  guides. 
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2.  To  understand  assignments  and  directions  in  both  school  and  life 
activities. 

3.  To  work  out  complicated  problems  or  experiments :  reading  Scout 
Manuals,  materials  on  radio,  cook-books,  problems  in  arithmetic  or 
other  textbooks  and  science  manuals.  Adults  have  also  to  read  income- 
tax  blanks  and  materials  relating  to  their  vocations,  home-making,  care 
of  children. 

4.  To  find  or  verify  spelling,  pronunciation,  meaning,  use  of  words: 
using  the  dictionary,  encyclopedia  and  other  reference  books. 

6.  To  gather  materials  for  fuller  understanding  or  for  talking  or 
writing  on  one’s  hobby,  for  assigned  papers  and  discussions  in  school 
or  club,  and  for  experiments — a  common  type  of  work  in  schools  which 
have  gone  beyond  the  one-text  stage:  using  all  the  facilities  of  the 
reference  library,  and  tables  of  contents,  indexes,  headings,  charts,  illus¬ 
trations,  graphs,  and  tables  in  books. 

6.  To  inform  or  convince  others:  reading  aloud  minutes,  notices,  in¬ 
structions,  announcements,  resolutions,  reports  (including  compositions 
on  work-type  topics) — usually  when  only  one  person  has  the  matter 
before  him  and  reading  aloud  passages  bearing  on  points  under 
discussion. 


7.  To  know  what  is  going  on:  reading  news  items,  comments  on 
events,  book  and  drama  reviews;  looking  over  publishers’  lists;  tracing 
quotations  or  allusions  or  tracing  and  verifying  statements  to  keep  one 
up  to  the  times.  (For  many  people  this  sort  of  reading  is  recreational; 
for  ocher s  it  is  distinctly  work.)  In  school  this  is  represented  by  mans 
assignments  in  civics,  American  problems,  international  relations,  and 
current  history,  and  in  the  reading  of  bulletins  in  rooms  or  halls  and 
communications  from  other  classes  and  schools.  A  common  illustration 
among  adults  is  reading  or  skimming  trade,  manufacturing  and  pro¬ 
fessional  journals  and  books  or  reports,  to  see  what  is  new  and  how 
others  in  one’s  field  are  acting  and  thinking. 

8.  To  decide  how  to  act  in  new  situations:  reading  notices  warnings 
“advice  to  young  people,”  business  offers,  advertisements.  Pupils  realize 
that  they  must  meet  new  situations  increasingly  as  they  grow  up.  Such 
reading  is  done  in  school  and  needs  to  be  done  oftener  on  assignments 
in  whieh  pupils  learn  to  weigh  the  accuracy  and  reliability  of  state 
ments  and  make  choice,  or  secure  full  information  and  then  decide  what 
to  continue  and  complete. 


9.  To  reach  conclusions  as  to  guiding  principles,  relative  values  or 
cause  and  effect:  reading  conflicting  opinions  as  to  school  athletics 
social  behavior,  politics,  war,  and  the  like;  reading  reports  and  editorials 
about  strikes,  elections,  committee  hearings.  Here,  again,  good  schools 
by  assignments  like  those  listed  in  No.  7  above,  are  doing  valuable  work' 
This  also  leads  to  devising  new  problems  or  determining  action  Such 
independent  reading  is  what  all  self-directed  and  intelligent  workers  do 
in  real  Me;  we  need  much  more  of  it  in  school. 


READING  ACTIVITIES 
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Recreational  Reading.  Recreational  reading,  on  the  other  hand, 
is  associated  with  the  wholesome  enjoyment  of  leisure  time.  It  is  in 
general  directed  by  no  conscious  purpose,  but  rather  by  random, 
healthy  curiosity  and  the  search  for  pleasant  occupation. 

Two  varieties  of  recreational  reading  should  be  emphasized  here. 
One  of  these  grows  out  of  natural  and  useful  curiosity  about  actual 
experience,  and  particularly  about  human  nature  and  the  conditions 
of  our  lives.  Such  curiosity  begins  with  the  child’s  first  interest  in 
stories  and  pictures,  and  continues  increasingly  through  life.  We 
want  to  know  about  the  ways  of  animals  and  about  strange  countries 
and  stars  and  times  different  from  our  own.  A  parallel  concern  is 
with  pictures  of  things  and  happenings  the  most  familiar  to  us. 
Following  on  a  quite  opposite  recreational  track,  we  often  seek  mere 
enjoyment  and  rest  through  getting  away  from  reality.  Children’s 
engrossment  in  fairy  tales  and  tales  of  wonderland  and  nonsense 
is  an  example  of  this  enjoyable  kind  of  recreational  reading.  It  is 
wholesome  and  harmless  for  all  of  us  so  long  as  it  is  not  taken  for 
reality. 


Typical  Situations  Which  Lead  Children  and  Adults  to  Reading 
of  the  Recreational  Type 

1.  To  relive  common  every-day  experiences-,  enjoying  stories  of  home 
and  school  and  of  one’s  own  village  or  city,  such  as  Little  Women  and 
Tom  Sawyer  for  children,  and  Garland’s  stories  and  Whittier’s  verse 
for  adults. 

2.  For  fun  or  sheer  enjoyment  during  leisure  time:  reading  jokes, 
nonsense  rhymes,  Briggs’  boy-cartoons  for  children,  and  familiar  essays 
like  Leacock’s,  Cobb’s,  more  rarely  Lamb’s  or  Irvings’s,  for  adults.  More 
reading  for  this  purpose  is  needed  in  schools. 

3.  To  enjoy  “sudden  changes  and  sharp  contrasts”  13 — positive  excite¬ 
ment:  reading  stories  of  adventure  and  accounts  of  travel  and  peril, 
like  Robinson  Crusoe,  the  Arabian  Nights,  Treasure  Island,  du  Chaillu’s 
hunting  adventures,  accounts  of  the  Japanese  disaster. 

4.  To  get  away  from  real  life:  reading  romances  and  pictures  of  im¬ 
possible  idealism  such  as  Tennyson’s  Sir  Galahad  or  Longfellow’s 
Excelsior. 

5.  To  enjoy  ready-made  emotional  reactions  (via  the  “emotional  short 
circuit”)  :  reading  cheap  sentimental  verses  and  lurid  and  soft  romances 
like  the  Elsie  Dinsmore  series  and  Barbour’s  cheapest  tales,  and  stories 


11  E.  L.  Thorndike.  Educational  Psychology,  L  pp.  141-143.  New  York: 
Teachers  College,  Columbia  University,  1913. 
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of  stupidly  romantic  love.  Common  as  this  reading  is,  it,  of  course,  has 
no  2'ghtful  place  in  school. 

satisfy  natural  and  valuable  curiosities  about  human  nature 
nnti  motives:  reading  excellent  character  portrayals  in  fiction,  plays 
and  verse  such  as  Irving’s,  Shakespeare’s,  and  Dickens’. 

7.  To  give  pleasure  to  others:  reading  aloud,  as  among  friends  after 
supper,  most  frequently  from  materials  like  those  mentioned  in  1,  3,  and 
6  above. 

8.  To  read  aloud  parts  of  plays  and  dramatic  dialogue :  for  enjoyment 
in  class  or  preparation  for  further  dramatization. 

9.  To  satisfy  curiosity  about  animals,  strange  regions  and  times,  and 
current  happenings  away  from  one’s  own  environment :  reading  encyclo¬ 
pedias,  travel  and  nature  books  and  magazines,  histories  and  miscella¬ 
neous  portrayals  of  new  experience.  Here  the  shift  to  purposive  reading 
occurs  often  and  very  satisfactorily. 

10.  To  enjoy  sensory  imagery:  the  pictures  and  odors,  the  feel  and 
sound  less  frequently  the  music  and  movement  of  poetry  and  poetic 
prose,  sometimes  by  reading  it  aloud  to  one’s  self  or  by  genuinely 
sharing  pleasant  experiences  in  discussing  them  with  sympathetic 
friends.  This  is,  of  course,  most  often  combined  with  purposes  like  those 
above.  As  a  separate  pursuit,  it  is  to  be  distrusted.  Enjoyment  of  this 
sort  is  rarely,  if  ever,  furthered  by  analytical  study. 

Methods  of  realizing  the  aims  of  desirable  types  of  recreational 
reading  will  be  discussed  in  later  sections  of  this  report,  particularly 
Chapter  VI.  The  purpose  of  enriching  life  experience  through  litera¬ 
ture,  assumed  in  this  report,  is  best  presented  in  Chapter  XVIII, 
“Reading  as  a  Leisure  Occupation,”  of  Bobbitt’s  The  Curriculum. 
See  also  Leonard’s  Essential  Principles  of  Teaching  Reading  and 
Literature. 

Summary  statement.  The  discussions  of  this  chapter  have  shown 
that  reading  is  intimately  related  to  most  school  activities,  that 
intelligent  reading  is  indispensable  in  modern  life,  that  the  amount 
of  reading  that  is  done  is  rapidly  increasing,  that  a  surprisingly 
large  number  of  adults  are  unable  to  read  or  are  not  interested  in 
reading,  that  children  and  adults  read  for  a  wide  variety  of  useful 
purposes,  each  of  which  is  characterized  by  appropriate  attitudes 
and  habits,  and  that  reading  activities  may  be  roughly  classified 
into  work-type  and  recreational  reading.  In  view  of  these  facts, 
what  are  the  objectives  of  reading  that  should  be  emphasized  most 
vigorously  in  elementary-  and  high-school  instruction? 


CHAPTER  II 

ESSENTIAL  OBJECTIVES  OF  INSTRUCTION  IN  READING 


Current  aims  necessarily  broad.  As  reading  was  formerly  taught, 
its  content  and  methods  were  determined  largely  by  three  aims, 
namely:  to  master  the  mechanics  of  reading,  to  develop  habits  of 
good  oral  reading,  and  to  stimulate  keen  interest  in,  and  apprecia¬ 
tion  of,  good  literature.  This  view  may  have  been  appropriate  in 
former  decades  when  social  organization  was  less  complex  and  when 
education  was  restricted  largely  to  ‘the  three  R’s.’  During  recent 
years,  however,  social  needs  have  changed,  the  curriculum  has  been 
reorganized,  and  the  content  of  school  courses  has  been  greatly 
enriched.  To-day,  reading  is  essential  to  intelligent  participation 
in  the  activities  of  modern  life  and  it  is  vitally  related  to  practi¬ 
cally  all  classroom  activities.  It  follows  that  current  aims  of  reading 
should  be  correspondingly  broad  and  should  prepare  pupils  to  en¬ 
gage  effectively  in  all  essential  school  and  life  activities  that  involve 
reading. 

OutUne  of  major  objectives.  A  detailed  study  of  the  desirable 
reading  activities  of  children  and  adults  of  the  attitudes,  habits, 
and  skills  that  are  involved  has  led  to  the  adoption  of  three  major 
objectives  of  reading.  The  first  two  are  broad,  comprehensive  aims 
that  are  of  first  importance  in  the  life  of  every  child  and  adult.  The 
third  emphasizes  desirable  attitudes  and  essential  habits  and  skills. 

I.  Rich  and  Varied  Experience  through  Reading 

The  primary  purpose  of  reading  in  school  is  to  extend  the  experi¬ 
ences  of  boys  and  girls,  to  stimulate  their  thinking  powers,  and  to 
elevate  their  tastes.  The  ultimate  end  of  instruction  in  reading  is  to 
enable  the  reader  to  participate  intelligently  in  the  thought  life 
of  the  world  and  appreciatively  in  its  recreational  activities.  This 
objective  emphasizes  the  importance  of  the  content  of  what  is  read 
and  attaches  new  significance  to  it. 

There  are  two  large  values  of  wide  experience  gained  through 
reading.  The  first1  is  its  contribution  to  the  broad,  well-rounded 

1  Franklin  Bobbitt,  Curriculum-Making  in  Los  Angeles,  Chap.  VI. 
Supplementary  Educational  Monographs,  No.  20.  Chicago:  Department 
of  Education,  University  of  Chicago,  1922. 
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development  of  the  reader.  If  wisely  chosen,  reading  materials  will 
extend  the  experiences  of  boys  and  girls,  enlarge  and  correct  their 
fund  of  information,  and  stimulate  habits  of  good  thinking.  Much 
of  the  information  needed  to-day  by  a  well-informed  person  must  be 
secured  through  the  reading  of  interesting  accounts  of  the  world 
and  its  people.  As  our  social  life  becomes  mere  complex,  the  need  of 
rich  and  varied  experience  will  be  increasingly  large.  It  is  important 
that  pupils  recognize  sooner  or  later  the  imperative  need  of  keeping 
in  touch  with  social  progress  and  world  problems  through  reading. 

A  serious  weakness  of  reading  instruction  in  former  decades  lay 
in  the  fact  that  the  selections  used  were  organized  primarily  for 
use  in  teaching  pupils  to  read.  In  the  future,  reading  should  not 
only  accomplish  this  purpose  well,  but  in  addition  it  should  broaden 
the  horizon  of  the  reader  and  stimulate  his  interests  and  thinking 
powers.  A  forceful  statement  of  the  scope  and  value  of  sueh  reading 
follows.  A  more  detailed  discussion  of  desirable  types  of  reading 
materials  appears  in  Chapter  VII. 

The  reading  that  produces  the  greatest  educational  returns  to  young 
people  is  the  reading  of  books  chosen  for  their  value  in  revealing  the 
great  fields  of  science,  industry,  history,  biography,  invention,  travel, 
exploration,  manners  and  customs  in  other  lands,  etc.  When  children  are 
brought  into  contact  with  enough  and  good  enough  books  of  these  sorts, 
life-long  habits  of  intelligent  reading  become  fixed.  Moreover,  there  must 
be  reading  from  newspapers  and  magazines  for  recreation,  for  soeial 
enlightenment,  and  for  ideas,  suggestions,  and  information  with  respect 
to  vocations  and  civic  problems.2 

Wide  experience  does  more  than  aid  in  the  interpretation  of  life 
situations ;  it  also  contributes3  to  the  development  of  power  to  inter¬ 
pret  effectively  what  is  read.  The  fact  is  generally  recognized  that  a 
reader  of  wide  experience  interprets  what  he  reads  far  better  than 
one  of  limited  experience.  As  a  rule,  the  associations  which  he  makes 
are  more  numerous,  vivid,  and  effective.  If  reading  materials  are 
selected  with  care,  they  supply  boys  and  girls  with  wholesome  atti¬ 
tudes  and  a  rich  fund  of  information  which  are  essential  in  intelli¬ 
gent  reading. 


2  Leonard  P.  Ayres  and  Adele  McKinnie,  The  Public  TJhmm 
FouidaSn,GfelfiP‘  Cleveland:  Survey  Committee  of  the  Cleveland 

8E.  L.  Thorndike,  “Reading  as  reasoning:  a  study  of  mistakes  in 

JaUrnal  °f  Educati»™l  Psychology,  8  (jSSiXt™ 
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II.  Strong  Motives  for,  and  Permanent  Interests  in,  Reading 

A  second  objective  of  reading  instruction  is  to  develop  strong 
motives  for,  and  permanent  interests  in  reading  that  will  inspire 
the  present  and  future  life  of  the  reader  and  provide  for  the  whole¬ 
some  use  of  leisure  time.  This  includes  not  only  permanent  interests 
in  reading  in  a  narrow  sense  of  the  term,  but  in  addition  keen 
interests  in  life,  in  the  world  and  its  people,  a  desire  to  keep  posted 
concerning  current  events  and  soeial  problems,  and  the  habit  of 
reading  systematically  for  recreation  and  intellectual  stimulation. 
The  ultimate  measure  of  the  vitality  of  the  reading  experiences  in 
school  is  the  extent  to  which  they  lead  to  desirable  interests,  stand¬ 
ards,  tastes,  and  habits  which  carry  over  into  life  outside  of  school, 
such  as  interest  in  current  events,  in  books  and  selections  of  genuine 
worth,  and  in  the  wholesome  use  of  leisure  time.  The  accomplish¬ 
ment  of  this  aim  makes  it  necessary  to  acquaint  pupils  with  the 
sources  and  values  of  reading  materials  of  both  the  work  and  recrea¬ 
tional  types,  and  to  develop  standards  which  may  be  used  in  select¬ 
ing  reading  materials. 

The  importance  of  stimulating  strong  motives  for  reading  is 
emphasized  by  the  faet 4  that  thousands  who  learned  to  read  in 
school  read  very  little,  if  at  all,  as  adults.  Furthermore,  a  surpris¬ 
ingly  large  number  of  people  state  frankly  that  they  are  not  inter¬ 
ested  in  reading  or  that  they  do  not  know  where  to  secure  materials 
which  they  might  care  to  read.  If  school  systems  are  justified  in 
spending  millions  of  dollars  each  year  in  teaching  pupils  to  read, 
it  is  imperative  that  permanent  habits  of  reading  be  established  in 
order  to  secure  intelligent  participation  in  personal  and  social  ac¬ 
tivities  for  which  society  makes  such  generous  provision.  In  this 
connection,  special  attention  should  be  given  to  those  pupils  who 
learn  slowly,  who  encounter  unusual  difficulties,  or  who  fail  to 
respond  to  the  motives  that  appeal  to  most  pupils. 

tit.  Desirable  Attitudes  and  Economical  and  Effective 

Habits  and  Skills 

An  analysis  of  the  characteristics  of  an  effective  reader  shows 
that  he  follows  appropriate  steps  in  each  reading  situation,  assumes 

4  May  Ayres  Burgess,  The  Measurement  of  Silent  Reading,  p.  11.  New 

i«rk:  Rocaell  Sag*  Foundation,  1921. 
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desirable  attitudes,  and  makes  use  of  economical  and  effective  habits 
and  skills.  A  third  aim  of  reading  instruction,  therefore,  is  to  de¬ 
velop  the  attitudes,  habits,  and  skills  that  are  essential  in  the  vari¬ 
ous  types  of  reading  activities  in  which  children  and  adults  should 
engage.  Unfortunately,  a  complete  classification  of  these  attitudes, 
habits,  and  skills  has  never  been  made.  A  sufficient  number  have 
been  distinguished,  however,  to  enable  teachers  to  recognize  numer¬ 
ous  teaching  problems.  They  will  be  listed  separately  first  under 
appropriate  headings  in  order  to  emphasize  their  variety  and 
specific  characteristics.  This  outline  will  be  followed  by  a  discussion 
which  shows  that  these  habits  and  skills  enter  into  various  combina¬ 
tions  to  form  the  step  or  procedures  appropriate  to  given  reading 
situations. 

1.  Important  habits  common  to  most  reading  situations.  An 
analysis  of  reading  activities  shows  that  certain  habits,  such  as  the 
recognition  of  words  and  the  interpretation  of  typographical  devices, 
are  common  to  practically  all  reading  activities.  In  the  case  of 
mature  readers,  such  habits  usually  operate  automatically.  In  the 
early  stages  of  instruction  and  in  diagnostic  and  remedial  cases, 
they  must  be  given  specific  attention  to  insure  rapid  progress.  These 
habits  may  be  classified  into  four  groups. 

(a)  The  first  group  relates  to  the  recognition  of  sentences  as 
units  of  thought  and  to  the  anticipation  of  the  sequence  of  ideas  in 
different  types  of  sentences.  Mature  readers  should  be  able  to  recog¬ 
nize  with  ease  and  rapidity  the  meaning  of  statements  that  are  more 
or  less  complex  and  involved.  In  the  case  of  children  who  have  ac¬ 
quired  good  language  habits,  sentence  form  and  structure  present 
few  or  no  difficulties  in  reading.  To  non-English  speaking  children 
and  to  those  whose  homes  provide  few  or  no  educational  advantages, 
language  difficulties  present  serious  problems.  Even  brighter  chil¬ 
dren  have  difficulties  in  interpreting  such  language  forms  as  the 
double  negative  and  the  conditional  clause 

(b)  The  second  group  of  habits  relates  to  the  recognition  of 
words  and  groups  of  words  and  has  been  distinguished  by  Bus  well5 
for  both  oral  and  silent  reading  as  follows : 

Accurate  recognition. 

*  Guy  T.  Buswell,  Fundamental  Reading  Habits :  A  Study  of  Their 
Development,  Chap.  II.  Supplementary  Educational  Monographs  No  ai 
Chicago:  Department  of  Education,  Universitv  of  Chicago,  1922 
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Rapid  recognition. 

A  wide  span  of  recognition. 

Regular  progress  of  perception  along  the  lines. 

Accurate  return  sweeps  from  the  end  of  one  line  to  the  begin¬ 
ning  of  the  next. 

A  characteristic  difference  between  rapid  and  slow  silent  reading 
is  the  rapidity  with  which  meanings  are  recognized  and  assimilated. 
A  slow  reader  recognizes  a  relatively  small  unit  of  a  line  at  each 
fixation  and  proceeds  slowly  and  often  irregularly  from  left  tc 
right.  A  rapid  reader,  on  the  other  hand,  recognizes  a  large  unit  at 
each  fixation  and  progresses  regularly  and  rapidly  from  left  to 
right  along  the  lines.  In  skimming,  only  parts  of  a  passage  are 
recognized,  the  units  to  which  attention  is  directed  being  consciously 
or  unconsciously  selected  by  the  reader  according  to  his  purpose. 
The  additional  fact  should  be  recognized  that  the  speed  of  both 
slow  and  rapid  readers  varies  materially  with  the  purpose  of 
reading. 

In  oral  reading,  both  meanings  and  pronunciations  must  be  recog¬ 
nized.  This  may  require  a  study  of  the  context,  the  phonetic  analysis 
of  monosyllabic  words,  and  the  analysis  of  polysyllabic  words  for 
meaning  or  pronunciation,  or  both.  Ora!  reading  also  includes 
habits  of  accurate  enunciation  and  pronunciation.  In  silent  reading, 
the  recognition  of  the  pronunciation  of  words  is  usually  not  neces¬ 
sary.  If,  however,  the  reader  wishes  to  use  orally  the  words  which 
appear  in  the  passages  read,  effective  use  must  be  made  of  habits  of 
word  recognition  and  pronunciation.  There  is  danger  that  teachers 
who  are  interested  primarily  in  teaching  pupils  to  read  silently 
may  fail  to  develop  sufficient  accuracy  and  independence  in  word 
recognition.  There  is  even  greater  danger  that  teachers  interested 
primarily  in  oral  reading  will  overemphasize  word  recognition  and 
pronunciation. 

(c)  A  third  group  of  habits  common  to  most  reading  situations 
relates  to  the  recognition  and  interpretation  of  typographical 
devices,  such  as  punctuation,  paragraphing,  indentation,  italics, 
marginal  or  paragraph  headings,  and  references  to  footnotes  or  the 
appendix.  Pupils  must  acquire,  sooner  or  later,  the  habit  of  recog¬ 
nizing  these  cues  to  meaning  and  must  learn  to  interpret  them 
quickly  and  accurately. 

(d)  A  fourth  group  of  habits  which  should  be  established  early 


14 


THE  TWENTY-FOURTH  YEARBOOK 


relates  to  such  matters  as  holding  the  book  correctly  at  the  right 
distance  from  the  eyes,  securing  proper  light,  and  retaining  a  good 
sitting  ©r  standing  position  while  reading. 

2.  Habits  of  intelligent  interpretation.  The  intelligent  interpreta¬ 
tion  ©f  what  is  read  is  a  problem  of  first  importance  and  must  be 
emphasized  vigorously  in  every  grade.  It  includes  a  clear  grasp  of 
the  meaning  of  passages,  an  understanding  of  the  thoughts,  senti¬ 
ments,  and  ideals  expressed,  and  the  arousal  of  appropriate  emo¬ 
tional  attitudes.  In  other  words,  it  is  a  form  of  clear,  vigorous 
thinking,  involving  the  formation  of  numerous  valuable  associations. 
It  presupposes  keen  interest  in  what  is  read  and  a  strong  impelling 
motive.  In  simpler  types  of  reading,  it  includes  also  the  following 
attitudes  and  habits: 

Concentrating  attention  on  the  content. 

Associating  meanings  with  symbols. 

Anticipating  the  sequence  of  ideas. 

Associating  ideas  together  accurately. 

Recalling  related  experiences. 

Recognizing  the  important  elements  of  meaning. 

Deriving  meanings  from  the  context  and  from  pictures. 

In  more  complex  forms  of  interpretation,  various  mental  proc¬ 
esses  are  involved.  Some  of  these  are  not  essential  to  interpretation 
in  a  narrow  sense  of  the  term,  but  are  required  when  reading  for 
specific  purposes.  An  outline  of  these  important  habits  or  processes 
follows : 

Analyzing  or  selecting  meanings;  for  example, 
to  select  important  points  and  supporting  details 
to  find  answers  to  questions 
to  find  materials  relating  to  a  given  problem 
to  determine  the  essential  conditions  of  a  problem 

Associating  and  organizing  meanings;  for  example, 
to  grasp  the  author’s  organization 
to  associate  what  is  read  with  previous  experience 
to  prepare  an  organization  of  what  has  been  read 

Evaluating  meanings;  for  example, 
to  appraise  the  value  or  significance  of  statements 

to  compare  facts  read  with  items  of  information  from  other 

sources 

to  weigh  evidence  presented 
to  interpret  critically 
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Retaining  meanings;  for  example, 
to  reproduce  to  others 
to  use  in  various  specific  ways. 

One  of  the  requirements  of  good  interpretation  is  the  recognition 
of  the  purpose  of  reading  and  the  use  of  appropriate  habits.  It  is 
essential,  therefore,  that  instruction  provide  training  in  reading 
numerous  types  of  material  for  various  purposes  until  appropriate 
habits  and  reading  procedures  have  been  fully  established. 

3.  Effective  oral  interpretation  of  selections  to  others.  Studies 
of  the  uses  made  of  reading  in  school  and  iu  modern  social  life  show 
that  there  are  many  valuable  uses  of  oral  reading  in  the  classroom, 
at  home,  and  in  public.  It  follows  that  pupils  should  be  taught  to 
read  to  others  effectively.  In  making  this  recommendation,  however, 
the  committee  recognizes  the  fact  that  oral  reading  is  far  less  im¬ 
portant  than  intelligent  silent  reading  and  should  require  much  less 
time  and  energy  than  has  been  given  to  it  in  the  past. 

Effective  oral  reading  presupposes  a  mastery  of  the  fundamental 
habits  described  in  1,  above,  including  accurate  pronunciation  and 
clear  enunciation,  and  of  the  habits  of  intelligent  interpretation 
described  in  2.  It  also  includes  the  following  important  attitudes, 
habits,  and  skills: 

A  definite  motive  for  reading. 

A  sympathetic  regard  for  the  listener. 

A  clear  understanding  of  the  meaning  ana  purpose  of  a  selection. 

A  sense  of  the  importance  of  the  message. 

Clear  oral  presentation  of  thought  relationship. 

Adjustments  to,  and  the  expression  of  changes  in,  character  and 
mood  presented  in  the  subject  matter. 

Vocal  adjustments  to  the  rhythm  of  poetry. 

Appropriate  gesture  and  facial  expression,  subordinated  to  the 
thought  of  the  selection. 

Controlled  bodily  movements  and  breathing. 

Keeping  the  entire  reading  situation  clearly  in  mind  and  making 
necessary  adjustments  from  time  to  time. 

Confidence  in  one’s  own  ability. 

4.  Skillful  use  of  books,  libraries,  and  sources  of  information. 
Wide  reading,  both  of  the  recreational  and  the  work  types,  can  be 
pursued  to  advantage  only  when  readers  use  books  and  sourees  of 
information  skillfully  and  intelligently.  It  follows,  therefore,  that 
one  of  the  important  obligations  of  teachers  of  reading  is  to  develop 
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skill  in  the  use  of  printed  materials  and  sourees  of  information. 
Satisfactory  results  presuppose  keen  interest  on  the  part  of  pupils 
in  keeping  materials  clean  and  orderly  and  in  learning  to  use  books 
and  sources  of  information  effectively.  Important  habits  and  skills 
which  should  be  developed  are  listed  in  the  following  outline: 

(1)  In  the  use  of  books  and  sources  of  information 

Keeping  books  clean  and  neat. 

Opening  books  and  turning  pages  carefully. 

Skillful  use  of  preface,  index,  table  of  contents,  chapter  and 
paragraph  headings,  keys,  tables,  graphs,  glossary,  ap¬ 
pendix. 

Effective  use  of  dictionary 
in  finding  words, 
in  deriving  pronunciations, 
in  selecting  appropriate  meanings. 

Effective  uses  of  sources  of  information 
in  finding  references  quickly. 

(2)  In  the  use  of  libraries 

Effective  use  of  library  privileges  and  aids,  including  eard 
files,  bound  volumes  of  periodicals,  reader’s  guides,  bibliog¬ 
raphies. 

Technique  of  withdrawing  and  returning  books. 

In  addition,  it  is  necessary  to  train  pupils  to  ascertain  the  relia¬ 
bility  of  printed  material  and  to  prejudge  and  select  books  intelli¬ 
gently  for  specific  purposes.  Some  of  the  points  which  must  be  con¬ 
sidered  in  this  connection  are  the  date  of  publication,  the  position 
or  standing  of  the  author,  the  nature  of  the  evidence  presented,  and 
the  character  of  the  author’s  interpretations. 

Appropriate  procedures  in  given  reading  activities.  The  fact  was 
emphasized  earlier  that  attitudes,  habits,  and  skills  enter  into  vari¬ 
ous  combinations  to  form  the  steps  or  procedures  appropriate  in 
given  reading  activities.  For  example,  when  one  reads  a  selection 
silently  to  secure  a  clear  grasp  of  its  meaning,  he  directs  attention 
to  the  content,  he  associates  meanings  with  symbols,  he  associates 
the  elements  of  meaning  into  related  wholes-  he  recognizes  the  rela¬ 
tive  importance  of  ideas,  he  studies  the  context  or  other  sources 
for  meanings  which  are  not  familiar,  he  analyzes  the  content  of 
what  he  reads,  he  weighs  values  and  makes  judgments,  and  he  fixes 
in  mind  those  meanings  which  are  of  value  to  him.  On  the  other 
hand,  when  one  reads  aloud  to  others  a  passage  with  which  he  is 
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quite  familiar,  he  considers  the  importance  of  the  message  to  his 
audience,  the  specific  results  which  should  be  secured  through  read¬ 
ing,  and  the  steps  by  which  those  results  can  be  produced  most  effec¬ 
tively.  When  reading  aloud,  he  recognizes  groups  of  words  accurately 
and  pronounces  them  clearly  and  distinctly,  he  gives  a  clear  oral 
presentation  of  the  thought,  he  adjusts  his  manner  of  presentation 
to  changes  in  the  character  and  mood  of  the  selections,  he  controls 
his  facial  expression,  bodily  movements,  and  breathing  in  order  to 
secure  the  most  desired  results,  and  he  observes  his  audience  care¬ 
fully  from  time  to  time  to  determine  needed  adjustments. 

These  examples  make  it  clear  that  different  attitudes,  habits,  and 
skills  are  used  in  different  reading  situations.  It  follows  that  one 
of  the  major  responsibilities  of  the  school  is  to  train  pupils  to  adopt 
appropriate  procedures  in  given  reading  activities.  The  fact  should 
be  remembered,  however,  that  the  procedures  adopted  and  the 
specific  attitudes,  habits,  and  skills,  that  are  involved  are  intimately 
related  and  must  be  developed  simultaneously.  When  preparing  to 
present  a  unit  of  work,  teachers  should  make  a  careful  study  of  the 
purpose  of  the  reading  exercise,  the  steps  by  which  it  can  be  accom¬ 
plished  most  effectively,  and  the  essential  attitudes,  habits,  and  skills 
that  are  involved.  It  is  also  necessary  to  determine  which  of  the 
essential  steps  or  habits  have  been  thoroughly  mastered,  which  will 
need  additional  drill,  and  which  are  new  and  will  need  special 
emphasis.  Furthermore,  individual  differences  must  be  considered 
and  provision  made  for  children  at  different  levels  of  advancement. 
In  order  to  describe  the  problems  involved  more  concretely,  an 
analysis 6  of  one  reading  situation  for  a  sixth-grade  class  is  in¬ 
cluded.  Procedures  appropriate  for  other  situations  are  suggested 
m  Chapter  V. 

Situation:  Reading  of  a  series  of  references  to  prepare  a  report  on 
child  life  in  Holland. 

Prerequisites : 

L,  Keen  interest  in  the  problem. 

2.  A  sufficient  mastery  of  fundamental  habits  to  engage  in  independent 
reading  of  available  materials. 

3.  Ability  to  interpret  the  materials  assigned  and  to  make  use  of  the 
information  presented. 

•  F«r  a  similar  analysis,  see  H.  C.  Hill  and  R.  L.  Lyman,  Reading  and 
Living,  Book  H,  pp.  245-246.  New  York:  Charles  Scribner’s  Sons,  1924. 
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4.  Power  of  sustaining  and  directing  effort  until  the  problem  has  hoen 
solved. 

5.  Ability  to  use  index  and  make  notes. 

Initial  step:  A  clear  recognition  of  the  problem  to  insure  aa  accurate 
understanding  of  the  purpose  of  the  reading  activity  undertaken. 

Second  step:  Selecting  materials. 

1.  Collect  all  available  sources  in  order  that  nothing  pertinent  to  the 
problem  may  be  disregarded. 

2.  Ascertain  from  the  table  of  contents  or  index  the  anwwmt  and 
location  of  relevant  materials. 

3.  Scan  the  material  rapidly  to  determine  its  usefulness. 

4.  Select  the  material  to  be  studied  by  considering  the  problem,  its 
importance,  and  the  amount  of  time  that  may  be  devoted  to  it. 

5.  Classify  the  selected  references  into  two  or  more  types:  (a)  those 
of  a  general  nature  to  be  read  rapidly  for  background  purposes;  and 
(b)  those  making  specific  contributions,  and  therefore  requiring  more 
careful  reading. 

Third  step:  Reading  and  assimilating. 

1.  Read  rapidly  the  background  references  to  secure  a  basis  for  under¬ 
standing  the  more  specific  references. 

2.  Read  more  carefully  the  references  making  specific  contributions. 

3.  Select  the  items  of  information  which  bear  directly  on  child  life  in 
Holland  and  which  are  worth  presenting  to  the  class. 

4.  .slake  brief  notes  or  references  concerning  important  points. 

5.  Go  over  the  important  items  of  information  in  order  to  develop  a 
comprehensive  picture  of  the  essential  facts. 

Fourth  step:  Organizing  the  material. 

1.  Analyze  the  information  obtained  and  classify  it  under  appropriate 
headings.  In  this  connection  make  free  use  of  the  notes  and  references 
made  while  reading. 

2.  Refine  this  analysis  until  the  major  facts  and  the  important  <W»fa>ng 
are  summarized  in  an  effective  outline.  Frequent  rereadings  of  refer¬ 
ences  may  be  necessary. 

3.  Critically  scrutinize  this  outline,  making  such  revisions  as  «*>»» 
desirable. 

Fifth  step:  Fixing  the  outline  in  mind  and  preparing  the  oral  report. 

1.  Go  over  the  organization  until  its  essential  points  are  dearly  in 
mind,  if  it  is  to  be  presented  without  the  use  of  notes. 

2.  Review  the  facts  relating  to  each  important  item  until  they  can  be 
presented  clearly  and  coherently. 

3.  Practice  giving  the  report  as  a  whole  until  it  can  be  given  effec¬ 
tively  with  or  without  notes  as  the  occasion  demands. 

Variations  in  procedure.  The  steps  which  have  been  outlined  apply 
to  a  given  situation.  They  should  be  modified  to  met  different  cm- 
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ditions.  For  example,  the  problem  should  be  limited  to  brief  topies 
in  the  lower  grades;  the  materials  assigned  should  be  very  simple; 
definite  help  should  be  given  to  the  pupils  in  finding  references; 
fewer  notes  should  be  required;  and  less  well-organized  and  com¬ 
plete  reports  should  be  expected.  In  the  upper  grades  the  problem 
may  be  broader;  more  individual  initiative  and  responsibility  should 
be  expected;  the  selection  of  materials  may  require  the  wider  use  of 
books,  card  indexes,  and  readers’  guides;  pupils  should  work  more 
rapidly  and  interpret  more  critically;  their  organizations  should  be 
more  appropriate  for  the  purpose  at  hand;  and  their  presentations 
longer  and  more  effective. 

Furthermore,  provision  should  be  made  for  individual  differences 
among  pupils  within  a  group.  The  materials  assigned  to  brighter 
pupils  may  be  richer  in  content  and  more  difficult;  more  initiative 
and  independence  should  be  expected;  and  more  complete,  more  de¬ 
tailed,  and  better  organized  reports  may  be  required.  For  pupils 
who  learn  slowly,  the  problem  should  be  simplified;  the  materials 
assigned  should  be  easier;  more  encouragement  and  guidance  is 
usually  necessary,  and  less  complete  and  well-organized  reports 
should  be  required.  It  is  imperative  that  the  teacher  make  careful 
studies  of  the  accomplishment  and  needs  of  her  pupils  and  provide 
training  in  each  important  reading  situation  which  will  lead  to 
maximal  progress  on  the  part  of  a.31 
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A  MODERN  PROGRAM  OF  READING  INSTRUCTION  FOR 
THE  GRADES  AND  THE  HIGH  SCHOOL 


Purpose  of  Chapter.  The  first  ehapter  of  this  report  presented  im¬ 
portant  facts  concerning  reading  in  modern  social  life  and  described 
various  types  of  reading  activities  in  which  children  do,  and  should, 
engage.  The  second  chapter  directed  attention  to  three  major  objec¬ 
tives  of  reading  instruction  and  outlined  desirable  procedures  in 
specific  reading  situations.  This  chapter  outlines  a  modern  read¬ 
ing  program  which,  it  is  believed,  will  provide  rich  experience 
through  reading,  inculcate  strong  motives  for  reading,  and  develop 
essential  reading  attitudes,  habits,  and  skills.  The  major  divisions 
of  such  a  program,  based  on  periods  of  development  in  reading  abil¬ 
ity,  will  be  distinguished  first.  More  detailed  information  will  then 
be  presented  concerning  the  purpose,  organization  of  instruction, 
and  desirable  levels  of  achievement  for  various  school  grades. 

It  is  not  intended  that  the  reading  program  recommended  in 
this  report  should  be  followed  rigidly  by  any  group  of  teachers.  The 
fact  is  clearly  recognized,  on  the  other  hand,  that  each  school  sys¬ 
tem  should  organize  courses  of  study  adapted  to  its  specific  needs. 
It  is  hoped,  however,  that  the  recommendations  which  are  made  may 
suggest  important  problems  which  should  be  considered  by  school 
officers  and  teachers  in  their  efforts  to  reorganize  and  improve 
reading  instruction. 

A.  Important  Divisions  of  a  Reading  Program 

Characteristics  of  pupil  progress.  A  careful  study  of  the  progress 
of  children  in  reading  shows  that  they  pass  through  different  stages 
of  development  in  acquiring  mature  habits.  For  example,  Boswell1 
found  that  the  span  of  recognition  increases  rapidly  in  the  ease  of 
most  pupils  during  the  first  four  school  years.  Similar  periods  fav¬ 
orable  to  rapid  growth  have  been  found  for  other  phases  of  reading. 
Good  instruction  recognizes  the  importance  of  these  growth  periods 
and  provides  appropriate  training  at  each  stage  of  development. 

1  Guy  T.  Boswell,  Fundamental  Reading  Habits:  A  Study  of  Tkeir 
Development,  p.  28.  Supplementary  Educational  Monographs,  No.  21. 
Chicago:  Department  of  Education,  University  of  Chicago,  1922. 
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Growth  periods  in  specific  phases  of  reading „  The  studies  of 
growth  in  the  fundamental  reading  habits  that  have  been  published 
are  based  on  the  results  of  instruction  as  it  is  now  given  in  repre¬ 
sentative  schools.  It  follows  that  conclusions  based  on  such  records 
must  be  tentative  and  subject  to  revision  from  time  to  time.  Fur¬ 
thermore,  accurate  records  are  available  concerning  growth  periods 
for  only  a  few  of  many  important  phases  of  reading.  Nevertheless, 
there  is  abundant  evidence  that  the  summary  statements  which 
follow  merit  careful  consideration  in  planning  a  valid  reading 
program. 

Intelligent  interpretation  of  what  is  read.  Ability  to  interpret 
simple  passages  accurately  increases  rapidly  in  the  lower  grades  and 
may  reach  a  very  high  level  of  efficiency  by  the  end  of  the  third 
grade.2 3 * *  It  is  very  important  that  provision  be  made  for  cultivating 
from  the  beginning  the  attitude  of  looking  for  meanings  in  all  read¬ 
ing  experiences. 

Speed  of  interpreting  simple  passages  increases  rapidly  and  some¬ 
what  uniformly  throughout  the  first  six  grades,  and  not  infre¬ 
quently  in  the  higher  grades,  as  shown  by  the  standard  scores  for 
the  Burgess  Scale  for  Measuring  Silent  Reading  Ability.  Special 
attention  may  be  given  to  this  phase  of  reading  throughout  the 
elementary- school  grades. 

Ability  to  interpret  passages  of  increasing  difficulty  develops  with 
steady  and  even  progress  throughout  the  grades  and  the  high  school, 
as  shown  by  the  standard  scores  for  the  Monroe  Silent  Reading 
Tests  and  the  Thorndike-McCall  Tests.  Similar  statements8  may 
be  made  concerning  the  development  of  interpretation  as  measured 
by  answers  to  questions  and  by  reproductions.  It  follows  that  prob¬ 
lems  relating  to  the  interpretation  of  passages  of  increasing  diffi¬ 
culty  and  to  interpretation  when  reading  for  specific  purposes  are 
of  large  importance  in  every  grade  above  the  first. 

Speed  of  silent  reading.  Speed  of  reading  increases  rapidly 
throughout  the  first  four  grades  and  continues  to  increase  steadily 

2  William  S.  Gray,  “The  use  of  tests  in  improving  instruction  ”  Ele¬ 
mentary  School  Journal,  19  (October,  1918),  p.  127. 

3  William  S.  Gray,  Studies  of  Elementary-School  Reading  through 

Standardized  Tests,  p.  146.  Supplementary  Educational  Monographs, 

W0’  (-/hlcag0:  department  of  Education,  University  of  Chicago, 
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but  less  rapidly  during  the  next  four.4  The  progress  made  in  some 
schools  indicates  that  pupils  may  attain  a  relatively  high  speed  of 
reading  as  early  as  the  fifth  or  sixth  grade.  The  fact  should  be 
emphasized  in  this  connection  that  effective  habits  of  interpretation 
are  of  first  importance  and  must  be  maintained  as  speed  increases. 

The  fundamental  habits  involved  in  speed  of  silent  reading,  such 
as  the  accurate  and  rapid  recognition  of  words  and  groups  of  words, 
increase  rapidly  during  the  first  four  grades.5  There  is  normally 
very  little  development  in  the  span  of  recognition  after  the  fourth 
grade.  The  rate  of  recognition  continues  to  increase  during  the 
fifth  and  sixth  grades.  There  is  some  improvement  in  the  rhythmic 
progress  of  the  eyes  along  the  lines  as  late  as  the  first  year  of  the 
high  school. 

Reasonable  speed  in  silent  reading  may  be  cultivated  from  the 
beginning.  Special  emphasis  on  speed  of  silent  reading  is  appro¬ 
priate  as  soon  as  pupils  have  established  good  habits  of  interpreta¬ 
tion  and  can  read  simple  material  with  ease  and  accuracy.  The  time 
at  which  this  stage  of  development  is  reached  varies  from  the  second 
grade  to  the  fourth  in  different  schools  and  with  different  groups 
of  children.  Excessive  emphasis  on  oral  reading  and  failure  to  pro¬ 
vide  incentives  to  reasonable  speed  in  silent  reading  during  the 
elementary  grades  may  result  in  the  permanent  establishment  of 
habits  of  slow  reading.  Investigations6  show,  however,  that  the 
speed  of  reading  may  be  increased  in  the  upper  grades. 

Fluent  accurate  oral  reading.  Progress  in  the  rate  and  accuracy 
of  oral  reading  is  very  rapid  in  the  primary  grades  and  gradual, 
but  far  less  rapid,  in  the  upper  grades.7  By  the  end  of  the  third 
grade,  good  readers  have  acquired  four  fifths  of  the  average  ability 


4  William  S.  Gray,  Studies  of  Elementary-School  Reading  through 
Standardized  Tests,  p.  145.  Supplementary  Educational  Monographs, 
Vol.  I,  No.  1.  Chicago:  Department  of  Education,  University  of  Chicago, 
1917. 

5  Guy  T.  Buswell,  Fundamental  Reading  Habits :  A  Study  of  Their 
Development,  Chap.  II.  Supplementary  Educational  Monographs,  No.  21. 
Chicago:  Department  of  Education,  University  of  Chicago,  1922. 

6  J.  A.  0  Brien,  Silent  Reading,  Chap.  VIII.  New  York:  Macmillan 
Co.,  1921. 

7  William  S.  Gray,  Studies  of  Elementary-School  Reading  through 
Standardized  Tests,  p.  143.  Supplementary  Educational  Monographs* 
Vol.  I,  No.  1.  Chicago:  Department  of  Education,  University  of  Chicago’ 
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of  college  students,  as  measured  by  the  Standardized  Oral  Reading 
Paragraphs.  The  explanation  for  this  noteworthy  accomplishment 
lies  in  the  fact  that  there  is  a  very  rapid  progress  during  the  first 
four  grades  in  the  fundamental  habits  involved  in  oral  reading,  such 
as  accurate  and  rapid  recognition,  a  wide  span  of  recognition, 
rhythmical  progress  of  the  eyes  along  the  lines,  and  a  wide  eye-voice 
span.8  Some  progress  occurs  above  the  fourth  grade  in  each  of  these 
elements. 

These  facts  indicate  that  rapid  progress  in  fluent,  accurate  oral 
reading  is  appropriate  in  the  first  three  grades.  Instruction  should 
also  be  provided  in  more  advanced  grades  for  pupils  who  have  not 
made  satisfactory  progress  or  who  encounter  unusual  difficulties, 
in  the  case  of  certain  retarded  pupils  who  are  easily  embarrassed  or 
who  encounter  serious  language  difficulties,  little  or  no  oral  reading 
should  be  required. 

No  reference  has  been  made  here  to  growth  in  the  artistic  or 
expressive  phases  of  oral  reading.  This  omission  is  due  solely  to 
the  fact  that  records  of  growth  periods  are  not  available.  The 
social  values  of  interpretative  oral  reading  have  been  considered, 
however,  in  organizing  the  program  of  instruction  which  follows. 

Important  divisions  of  a  reading  program.  Records  of  the  normal 
progress  of  children  in  fundamental  reading  habits  and  studies  of 
their  interests,  accomplishments,  and  needs  in  other  phases  of  read¬ 
ing  justify  the  organization  of  a  reading  program  into  five  impor¬ 
tant  periods  or  divisions.  These  periods  will  be  distinguished  briefly 
at  this  point.  A  detailed  statement  of  the  types  of  progress  appro¬ 
priate  during  each  period,  the  purposes  and  organization  of  instruc¬ 
tion,  and  desirable  forms  of  achievement  will  be  presented  in  later 
sections. 

1.  Period  of  preparation  for  reading.  This  period  includes  the 
pre-school  age,  the  kindergarten,  and  frequently  the  early  part  of  the 
first  grade.  Its  primary  purpose  is  to  provide  the  training  and 
experience  which  prepare  pupils  for  instruction  in  reading. 

2.  The  initial  period  of  reading  instruction.  The  most  important 
purposes  of  this  period  are  to  introduce  pupils  to  reading  as  a 


8  Guy  T.  Buswell,  Fundamental  Reading  Habits :  A  Study  of  Their 
Development,  Chap.  II.  Supplementary  Educational  Monographs,  No.  21 
Chicago:  Department  of  Education,  University  of  Chicago,  1922. 
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thought-getting  process  and  to  develop  ability  to  read  independently 
and  intelligently  very  simple  passages  such  as  are  found  in  the  first 
readers  in  common  use. 

3.  The  period  of  rapid  progress  in  fundamental  attitudes,  habits, 
and  skills.  The  distinguishing  characteristic  of  this  period  is  rapid 
development  of  the  attitudes,  habits,  and  skills  on  which  intelligent 
interpretation,  fluent,  accurate  oral  reading,  and  rapid  silent  read¬ 
ing  depend.  Appropriate  instruction  is  provided  in  the  second  and 
third  grades,  and  frequently  in  the  fourth  grade. 

4.  The  period  of  wide  reading  to  extend  and  enrich  experience 
and  to  cultivate  important  reading  attitudes,  habits,  and  tastes. 
The  essential  purposes  of  this  period  are  to  extend  the  experiences 
of  pupils,  to  quicken  their  thinking  powers,  to  cultivate  a  wide  vari¬ 
ety  of  interests  and  tastes  in  reading,  to  develop  speed  in  silent  read¬ 
ing,  and  to  lay  the  foundation  for  study  habits.  Instruction  should 
also  be  provided  to  improve  oral  reading  after  habits  of  silent  read¬ 
ing  have  been  well  established.  This  period  usually  includes  the 
fourth,  fifth,  and  sixth  grades. 

5.  The  period  of  refinement  of  specific  reading  attitudes,  habits, 
and  tastes.  During  this  period,  reading  and  study  habits  are  refined 
in  each  content  subject  as  well  as  in  the  literature  period.  Whole¬ 
some  interests  in  reading,  the  habit  of  reading  current  events  and 
books  and  magazines  of  real  worth,  the  sources  of  different  types  of 
reading  materials,  and  standards  of  selection  are  emphasized.  Ap¬ 
propriate  instruction  is  provided  in  the  junior  and  senior  high 
school  grades. 

Three  important  cautions.  Three  significant  cautions  should  be 
offered  concerning  any  use  that  is  made  of  suggested  divisions  into 
which  a  reading  program  may  be  organized.  The  first  is  that  only 
the  most  important  characteristics  of  each  period  have  been  de¬ 
scribed.  Phases  of  instruction  which  were  emphasized  in  the  state¬ 
ments  concerning  one  period  and  omitted  in  the  statements  concern¬ 
ing  other  periods  should  receive  more  or  less  emphasis  in  each 
period.  All  phases  of  instruction  which  should  be  emphasized  in 
each  period  will  be  discussed  in  later  sections.  The  second  caution  is 
that  the  pupils  of  a  given  grade  or  class  probably  belong  to  two  or 
even  three  different  stages  of  progress  and  therefore  have  a  great 
variety  of  needs.  The  third  is  that  a  given  pupil  may  be  at  one  stage 
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of  progress  in  some  phases  of  reading  and  at  different  stages  of 
progress  in  other  phases.  For  example,  a  third-grade  pupil  may 
read  very  fluently,  but  may  fail  to  interpret  simple  selections  accur¬ 
ately.  Therefore,  the  suggested  division  should  not  be  used  as  a 
basis  for  rigid  classification.  They  should  serve,  on  the  other  hand, 
as  aids  to  teachers  in  recognizing  and  defining  the  larger  problems 
of  teaching. 

b.  Experience  and  Training  Which  Prepare  Pupils  for  Reading 
Kindergarten  and  Early  Part  of  First  Grade 
Purpose.  The  purpose  of  this  section  is  to  describe  the  kinds  of 
experience  and  training  which  prepare  pupils  for  reading  and  to 
discuss  briefly  methods  and  materials  which  can  be  used  in  provid¬ 
ing  the  preliminary  training  that  is  needed.  The  major  part  of  this 
instruction  should  be  given  in  a  kindergarten  which  provides  a 
rich  and  varied  course  of  study.  It  will  be  necessary,  however,  for 
many  first-grade  teachers  to  provide  similar  types  of  training  for 
pupils  entering  that  grade  who  are  not  prepared  for  reading.  In  a 
large  majority  of  such  cases  the  instruction  needed  is  very  similar 
to  that  outlined  in  this  chapter  for  kindergarten  children.  ( 
Importance  of  training  which  prepares  for  reading.  The  child 
who  becomes  interested  in  reading  at  any  age  does  so  because  of 
previous  experiences  in  the  home  or  at  school.  For  example,  he  may 
have  looked  at  the  pictures  in  attractive  books  provided  for  him. 
His  parents  or  teachers  may  have  read  or  told  stories  to  him  from 
these  books.  They  may  have  encouraged  him  to  find  out  stories  for 
himself  by  studying  the  pictures  that  illustrate  them.  He  may  have 
discussed  these  stories  with  his  playmates,  thereby  gaining  facility 
in  the  use  of  ideas,  a  relatively  wide  vocabulary,  and  habits  of  good 
expression.  In  these  ways,  as  well  as  through  experiences  which 
do  not  include  books,  parents  and  teachers  stimulate  interest  in 
reading  and  provide  for  the  development  of  habits  which  are  essen¬ 
tial  to  rapid  progress.  On  the  other  hand,  many  children  who  do 
not  have  such  advantages,  and  some  who  do,  spend  all  their  time 
in  whatever  way  fancy  directs.  Consequently,  they  are  not  attracted 
to  reading  as  a  form  of  activity.  When  these  children  enter  the  first 
grade,  their  preparation  for,  and  attitude  toward,  reading  differ 
widely  from  those  of  children  whose  activities  have  been  carefully 
directed. 
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Prerequisites  to  reading.  Six  kinds  of  experience  and  training, 
essential  to  rapid  progress  in  reading,  may  be  described  briefly  in 
terms  of  the  contributions  which  they  make  to  child  development. 

1.  Wide  experience,  provided  in  harmony  with  the  interests  of 
children  and  preparing  them  to  understand  the  stories  and  activities 
about  which  they  will  read. 

2.  Reasonable  facility  in  the  use  of  ideas;  that  is,  ability  to  make 
use  of  past  experience  and  information  in  conversation,  in  solving 
simple  problems,  and  in  thinking  clearly  about  the  content  of  what 
they  read. 

3.  Sufficient  command  of  simple  English  sentences  to  enable  pupils 
to  speak  with  ease  and  freedom.  This  in  turn  aids  them  in  anticipat¬ 
ing  the  meaning  of  passages  and  in  reading  fluently. 

4.  A  relatively  wide  speaking  vocabulary  which  enables  them  to 
recognize  quickly  the  meaning  of  words  and  groups  of  words. 

5.  Accuracy  in  enunciation  and  pronunciation  which  insures  right 
habits  in  the  first  reading  experiences  and  eliminates  the  need  of 
corrective  exercises  later. 

6.  A  genuine  desire  to  read,  which  aids  in  the  interpretation  of 
passages  and  which  supplies  motives  that  carry  pupils  through 
many  difficult  periods. 

Conscious  attention  at  home  and  in  the  kindergarten  to  the  six 
types  of  training  which  have  been  enumerated  promotes  growth  that 
makes  reading  a  natural  and  desirable  activity  in  the  first  grade. 
The  omission  of  such  training  may  result  in  the  postponement  of 
the  time  when  pupils  are  adequately  prepared  to  learn  to  read.  With 
rare  exceptions,  formal  instruction  in  reading  should  be  postponed 
until  satisfactory  progress  has  been  made  along  the  lines  which  have 
been  described. 

Methods  of  providing  essential  training  and  experience  will  now 
be  considered. 

Providing  wide  experience.  Kindergarten  and  primary  teachers 
should  provide  a  wealth  of  interesting,  vivid  experiences  about  the 
home,  the  community,  animals,  flowers,  trees,  and  the  common  rela¬ 
tions  of  group  and  community  life.  Various  group  activities  should 
be  organized,  such  as  gardening,  caring  for  pets,  building  bird 
houses  and  constructing  playhouses.  Appropriate  activities  are  de¬ 
tailed  in  Chapter  VII.  The  pupils  should  be  encouraged  to  discuss 
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such  experiences  freely  and  to  add  rapidly  to  their  stock  of  ideas. 
The  larger  the  number  of  interesting  experiences  which  they  en¬ 
counter,  the  broader  will  be  their  background  for  the  interpretation 
of  what  they  read.  The  statement  should  be  added  that  the  value  of 
these  experiences  depends  largely  on  the  accuracy  with  which  they 
duplicate  simple  life  situations.  Numerous  opportunities  for  extend¬ 
ing  and  enriching  the  experiences  of  kindergarten  pupils  are  de¬ 
scribed  in  detail  in  the  following  references: 

S.  C.  Parker  and  Alice  Temple,  “Unified  kindergarten  and  first-grade 
teaching,”  Elementary  School  Journal,  24  (September,  1923,  through 
March,  1924)  13-27,  93-103,  173-183,  253-269,  333-347,  413-429,  493-506. 

Patty  Smith  Hill,  A  Conduct  Curriculum  for  the  Kindergarten  and 
First  Grade.  New  York:  Charles  Scribner’s  Sons,  1923.  Pp.  xxiv-124. 

Lalla  H.  Pickett  and  Duralde  Boren,  Early  Childhood  Education. 
Yonkers-on-Hudson,  New  York;  World  Book  Co.,  1923.  Pp.  viii-220. 

A  Kindergarten-First-Grade  Curriculum.  Bureau  of  Education  Bul¬ 
letin  No.  15,  1922.  Washington:  Bureau  of  Education.  Pp.  viii-66. 

Simple  stories,  poems,  and  songs  form  a  second  source  of  valuable 
experience.  If  pupils  talk  about  the  experiences  described  in  stories, 
they  become  familiar,  not  only  with  their  content,  but  also  with 
their  forms  of  expression.  Drawing  or  illustrating  facts  or  events 
which  are  described  also  results  in  a  clearer  understanding  of  them. 
These  activities  prepare  the  way  for  good  interpretation  when  chil¬ 
dren  read  independently  along  related  lines  in  the  primary  grades. 
A  list  of  stories  appropriate  for  kindergarten  children  has  been  pre¬ 
pared  by  the  Literature  Committee  of  the  International  Kinder¬ 
garten  Union  and  may  be  secured  from  Miss  May  Murray,  1008 
Investment  Building,  Washington,  D.  C. 

Training  pupils  to  use  ideas.  Well-planned  construction  lessons, 
play  activities  and  discussions  of  the  problems  in  which  the  children 
are  interested  provide  excellent  training  in  the  use  of  ideas.  To  the 
extent  that  pupils  consider  carefully  the  problems  under  discussion, 
plan  the  steps  which  are  necessary  in  realizing  their  purposes,  and 
improve  and  refine  their  methods  of  work,  they  are  developing  good 
habits  of  thinking.  The  skillful  teacher  encourages  pupils  to  discuss 
the  problems  on  which  they  are  working,  their  experiences  at  home 
and  on  the  street,  the  care  of  their  pets,  and  the  stories  which  they 
have  heard.  These  discussions  frequently  begin  with  problems  the 
solution  of  which  provides  opportunity  to  recall  related  experiences, 
to  select  relevant  points,  to  weigh  values,  to  organize  ideas,  and  to 
make  judgments.  They  often  end  with  an  assignment  which  leads 
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pupils  to  check  the  accuracy  of  their  statements  or  to  put  their  ideas 
into  action,  as  in  a  dramatization.  The  interesting  units  of  work 
and  the  thought-provoking  discussions  provided  in  kindergartens  or 
fiist  grades  which  have  enriched  curricula,  are  of  great  value  in 
developing  habits  of  good  thinking.  These  in  turn  are  essential  to 
thoughtful  interpretation  in  reading. 

Training  pupils  in  the  use  of  English.  The  various  activities 
which  have  been  described  require  the  frequent  use  of  oral  expres¬ 
sion  and  provide  excellent  opportunities  for  establishing  good  hab¬ 
its.  In  addition,  a  special  period,  usually  known  as  a  conversation 
period,  should  be  organized  for  the  free  exchange  of  ideas  and  for 
exercises  which  extend  and  refine  the  language  habits  of  children. 
In  this  connection  the  following  guiding  principles  should  be 
observed : 

(1)  Provide  abundant  opportunity  for  pupils  to  talk  freely  about 
matters  in  which  they  are  keenly  interested. 

(2)  Secure  freedom  and  spontaneity  in  speaking  at  all  times. 
Avoid  the  restraint  that  results  from  frequent  criticisms. 

(3)  Provide  real  motives  for  speaking  and  genuine  audience 
situations. 

(4)  Encourage  pupils  to  speak  freely  and  naturally,  at  first  in 
relatively  short  units,  if  necessary.  Later  aid  them  in  presenting 
longer  series  of  ideas  in  good  sequence. 

(5)  Encourage  pupils  to  use  whatever  new  words  fit  naturally 
into  class  discussions  and  activities. 

(6)  Present  good  models  of  enunciation  and  pronunciation  at  all 
times. 

(7)  Depend  primarily  on  the  imitation  of  right  models  in  cor¬ 
recting  and  refining  the  speech  habits  of  pupils. 

Stimulating  a  desire  to  read.  Keen  interest  in  reading  develops 
naturally  from  experiences  which  reveal  to  pupils  that  reading  con¬ 
tributes  to  their  pleasure  and  satisfaction.  For  example,  teachers 
may  read  or  tell  interesting  stories  that  please  and  entertain  the 
children.  Favorite  Mother  Goose  pictures  may  be  hung  about  the 
room  with  the  appropriate  rhymes  attached.  If  one  or  more  of  the 
kindergarten  children  have  learned  to  read  a  few  simple  sentences, 
they  may  be  permitted  to  read  them  to  their  classmates.  This  in- 
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variably  creates  a  desire  to  read  on  the  part  of  those  pupils  who  are 
eager  to  gain  distinction  and  approval. 

The  use  of  incidental  reading  activities  also  stimulates  keen 
interest  in  reading.  For  example,  the  names  of  the  pupils  appear  on 
the  lockers,  tables,  and  chairs  in  many  classrooms.  Crayon  boxes  are 
labeled  with  the  names  of  the  colors  which  they  contain.  Signs 
appear  about  the  building  and  brief  directions  are  placed  on  the 
blackboard  by  the  teacher.  Not  infrequently,  brief  passages  are 
printed  or  hectographed  in  large  letters  and  copies  given  to  the 
pupils.  A  library  table  in  one  corner  of  the  room  provides  interest¬ 
ing  picture  books  which  are  enjoyed  frequently  by  groups  of  chil¬ 
dren,  under  the  direction  of  the  teacher.  Pupils  are  also  encouraged 
to  make  use  of  these  books  during  periods  when  they  may  select 
individually  the  activities  of  their  choice.  By  the  end  of  the  kinder¬ 
garten  period  every  child  of  average  ability  should  be  keenly  inter¬ 
ested  in  learning  to  read  and  should  have  participated  in  a  large 
number  of  informal  reading  activities. 

Inadvisability  of  formal  instruction  in  reading  in  the  kinder¬ 
garten.  Because  a  great  wealth  of  training  and  experience  should 
be  provided  for  children  of  kindergarten  age,  formal  instruction  in 
reading  should  not  be  given  to  most  pupils  before  they  enter  the  first 
grade.  On  the  other  hand,  pupils  who  are  of  superior  native  capac¬ 
ity,  who  have  made  rapid  progress  in  practically  all  kindergarten 
activities,  and  who  express  a  strong  desire  to  learn  to  read  may 
engage  in  simple  reading  activities  during  the  last  few  months  of 
the  kindergarten  period.  These  activities  should  grow  out  of,  and 
should  be  intimately  related  to  the  experiences  in  which  the  pupils 
are  most  interested. 

Before  formal  instruction  in  reading  is  begun,  vision  and  hearing 
tests  should  be  given  to  all  children,  such  as  the  McCallie  Vision 
Tests  and  the  whisper  test  for  hearing.  If  defects  are  discovered, 
appropriate  corrective  steps  should  be  taken  at  once.  In  this  con¬ 
nection,  it  is  imperative  that  the  services  of  eye  and  ear  specialists 
be  provided.  Delay  in  correcting  defects  may  result  in  permanent 
disability  in  reading. 

C.  Classification  of  First-Grade  Children 

Wide  differences  among  'pupils  entering  the  first  grade.  The  fact 
has  been  emphasized  that  children  who  enter  the  first  grade  differ 
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widely  in  training  and  experience.  Some  come  from  homes  or  kinder¬ 
gartens  fully  prepared  for  instruction  in  reading.  Indeed,  not  a  few 
have  already  made  considerable  progress  in  learning  to  read.  On  the 
other  hand,  many  pupils  enter  the  first  grade  who*  are  not  ade¬ 
quately  prepared  for  reading.  A  majority  of  this  group  need  train¬ 
ing  similar  to  that  outlined  for  kindergarten  children  which  will 
extend  their  experience,  develop  habits  of  good  thinking,  improve 
their  use  of  oral  English,  increase  their  vocabularies,  improve  and 
refine  their  enunciation  and  pronunciation,  and  stimulate  keen  in¬ 
terest  in  reading.  Some  pupils  need  training  along  only  one  or  two 
lines ;  others  need  it  along  several  lines.  In  either  case,  appropriate 
instruction  should  be  provided  before  formal  work  in  reading  is 
introduced.  The  amount  of  time  which  should  be  devoted  to  such 
preliminary  training  varies  from  a  few  weeks  to  several  months, 
depending  upon  the  extent  of  the  pupils’  deficiencies. 

A  large  number  of  children  enter  the  first  grade  unable  to  speak 
English.  Too  frequently  they  are  assigned  to  reading  classes  imme¬ 
diately  and  are  required  to  learn  to  recognize  and  pronounce  words 
which  have  no  meaning  to  them.  This  procedure  is  adopted  by  some 
schools  in  the  hope  that  the  children  will  acquire  language  habits 
through  participation  in  reading  activities.  The  procedure  should 
be  reversed.  Pupils  who  are  unable  to  speak  English  should  receive 
a  sufficient  amount  of  language  training  before  formal  instruction 
in  reading  is  introduced  to  give  them  command  of  simple  English 
sentences,  to  develop  an  oral  vocabulary  more  extensive  than  the 
vocabulary  of  the  early  reading  lessons,  and  to  establish  habits  of 
accuracy  in  pronunciation  and  enunciation. 

Differences  in  capacity  to  learn.  The  problem  of  teaching  reading 
to  first-grade  children  is  further  complicated  by  the  fact  that  they 
differ  widely  in  mental  age.  Dickson9  has  shown  that  first-grade 
pupils  vary  in  mental  age  from  three  years  to  ten  in  some  school 
systems,  and  that  those  whose  mental  ages  are  lower  than  six  years 
usually  fail  to  do  first-grade  work  satisfactorily.  Theisen10  followed 
the  progress  of  first-grade  children  in  reading  and  found  that  the 


9  Virgil  E.  Dickson,  Mental  Tests  and  the  Classroom  Teacher,  Ch.  VI 
Yonkers-on-Hudson,  New  York:  World  Book  Co.,  1923. 

10  W.  W.  Theisen,  “Does  intelligence  tell  in  first-grade  reading?” 
Elementary  School  Journal,  23  (March,  1923),  631. 
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pupils  who  ranked  high  mentally  made  from  three  to  ten  times  the 
amount  of  progress  made  by  pupils  who  ranked  low  in  the  mental 
tests.  Studies  made  in  Detroit11  indicate  clearly  that  pupils  of 
superior  mental  capacity  who  are  unable  to  speak  English  or  who 
are  not  adequately  prepared  for  reading  overcome  their  handicaps 
much  more  rapidly  than  pupils  who  rank  low  in  mental  tests. 

Need  of  classifying  pupils  at  the  beginning  of  the  first  grade. 
Since  children  who  enter  the  first  grade  differ  widely  in  capacity 
to  learn,  in  experience,  and  in  training,  it  follows  that  their  prepara¬ 
tion  for  reading  is  notably  different.  In  order  to  provide  appropriate 
instruction  for  them  they  must  either  be  taught  individually  or  in 
groups  which  are  more  or  less  homogeneous.  Where  the  latter  plan 
is  followed,  pupils  should  be  classified  as  accurately  as  possible. 
Furthermore,  the  individual  needs  of  pupils  within  each  section 
should  be  studied  carefully  and  appropriate  training  provided  at 
frequent  intervals  for  small  groups  or  for  individuals  as  the 
situation  demands. 

Method  of  classifying  pupils.  At  least  three  types  of  information 
are  desirable  at  the  beginning  of  the  first  grade  in  classifying 
pupils.  The  first  relates  to  their  capacity  to  learn.  For  this  purpose 
many  schools  give  the  Stanford  Revision  of  the  Binet-Simon  Intelli¬ 
gence  Tests.  If  the  use  of  an  individual  test  is  not  practicable,  one 
of  the  following  group  intelligence  tests  may  be  used:  Pressey’s 
Primary  Classification  Test;  Dearborn’s  Group  Test  of  Intelligence, 
Series  I;  Haggerty’s  Intelligence  Examination,  Delta  I;  Otis  Group 
Intelligence  Scale,  Primary  Examination;  Cole  and  Vincent’s  Group 
Intelligence  for  School  Entrance;  the  Detroit  First-Grade  Intelli¬ 
gence,  or  the  Pintner-Cunningham  Primary  Mental  Test.  The  re¬ 
sults  of  one  or  more  such  tests  should  be  supplemented  by  informa¬ 
tion  concerning  a  child’s  home,  his  parents,  his  nationality,  the 
condition  of  his  health,  physical  defects,  emotional  and  volitional 
traits,  and  his  social  adaptability.  A  third  type  of  information 
relates  to  the  extent  and  scope  of  his  previous  training,  the  general 
range  of  his  experience,  the  facility  with  which  he  uses  ideas,  the 
extent  of  his  vocabulary,  his  use  of  oral  English,  the  accuracy  of 


11  Eliza  H.  Oglesbv,  “A  s’udy  of  achievements  in  reading  in  X,  Y,  and 
Z  groups.”  Detroit  Journal  of  Education,  2  (April,  1922),  pp.  58-63. 
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his  enunciation  and  pronunciation,  his  attitude  toward  pictures, 
stories,  and  books,  and  his  desire  to  learn  to  read. 

Various  plans  have  been  followed  in  securing  the  information 
that  is  needed;  (a)  In  some  schools  it  is  collected  during  the 
kindergarten  period,  recorded  on  individual  cards  and  passed  on  to 
the  first  grade  with  comments  and  suggestions  by  the  teachers. 
This  plan  makes  possible  the  classification  of  pupils  in  the  first 
grade  as  soon  as  group  intelligence  tests  have  been  given,  (b)  In 
other  schools  individual  or  group  mental  tests  are  given  in  the 
kindergarten,  and  the  pupils  are  classified  on  the  basis  of  these 
scores  when  admitted  to  the  first  grade.  Changes  in  their  classifica¬ 
tion  are  made  later  if  teachers  secure  evidence  to  justify  them.  The 
children  who  have  not  had  kindergarten  training  are  given  group 
intelligence  tests  on  entering  school  and  are  assigned  to  classes  on 
the  basis  of  the  test  scores  until  more  detailed  information  can  be 
secured,  (c)  In  still  other  schools  all  pupils  are  given  group  intelli¬ 
gence  tests  on  entering  the  first  grade  and  are  temporarily  assigned 
to  classes  on  the  basis  of  the  mental-test  scores.  A  week  or  more  is 
then  devoted  to  oral  exercises  and  interesting  group  activities  in 
order  to  secure  information  concerning  the  accomplishments,  needs, 
and  characteristics  of  each  pupil.  The  information  secured  in  this 
way  is  recorded  on  individual  cards  and  passed  on  to  the  teachers  to 
whom  the  pupils  are  finally  assigned. 

Groups  recommended  for  large  schools.  It  is  impossible  to  sug¬ 
gest  a  scheme  of  classification  which  is  equally  well  adapted  to 
conditions  in  all  schools.  The  plan  has  been  adopted,  therefore,  of 
distinguishing  five  types  of  pupils  who  present  characteristic 
teaching  problems.  It  will  be  necessary  for  each  school  to  study 
the  needs  of  its  pupils  carefully  and  to  classify  them  into  appropri¬ 
ate  groups. 

1.  English-speaking  children  who  are  not  prepared  for  reading 
may  be  grouped  together  for  preliminary  training  similar  to  that 
recommended  for  kindergarten  children.  Group  instruction  should 
be  supplemented  by  provision  for  specific  training  adapted  to  the 
needs  of  individual  pupils.  As  soon  as  pupils  are  prepared  for  read¬ 
ing,  they  should  be  put  in  a  section  which  is  beginning  that  subject. 
The  fact  should  be  remembered  that  pupils  of  high  native  intelli- 
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gence  overcome  their  deficiencies  much  more  quickly  than  pupils  of 
low  intelligence. 

2.  Children  who  cannot  speak  English  present  special  problems 
and  should  be  grouped  together  for  appropriate  instruction  in  oral 
English.  Provision  should  be  made  for  these  pupils  to  engage  fre¬ 
quently  in  language  activities  and  group  exercises  with  English- 
speaking  children  in  order  that  they  may  have  the  advantage  of 
such  contacts.  Foreign-speaking  children  who  learn  rapidly  may 
begin  reading  earlier  than  those  who  learn  slowly. 

3.  Children  who  are  prepared  for  instruction  in  reading  should 
be  grouped  together  in  one  or  more  sections  and  be  given  systematic 
training.  If  there  is  more  than  one  section  of  such  pupils,  they  may 
be  grouped  to  advantage  on  the  basis  of  their  capacity  to  learn. 
Special  consideration  should  be  given  to  the  needs  of  those  pupils 
who  learn  slowly,  in  order  to  insure  the  development  of  right  habits 
and  reasonable  progress. 

4.  Pupils  who  have  learned  to  read  at  home  or  in  the  kindergarten 
and  who  give  evidence  of  adequate  preparation  for  additional  train¬ 
ing  should  be  grouped  together  and  provided  with  reading  activities 
at  an  appropriate  level  of  advancement. 

5.  Pupils  who  are  repeating  the  work  of  the  first  grade  should  be 
assigned  to  a  special  group  where  individual  attention  may  be  given 
to  their  needs.  As  their  difficulties  are  overcome,  they  may  be  trans¬ 
ferred  individually  to  sections  that  are  doing  work  at  levels  which 
correspond  to  their  own  advancement. 

Frequent  transfers  from  one  section  to  another  necessary.  The 
classification  or  grouping  of  first-grade  children  for  the  purpose  of 
instruction  in  reading  should  be  effected  with  a  clear  realization 
that  pupils  advance  at  different  rates  of  progress  and  that  frequent 
changes  will  be  necessary.  Each  teacher  should  therefore  study  the 
progress  of  her  pupils  and  recommend  changes  in  their  classification 
as  soon  as  there  is  evidence  to  justify  them.  If  for  any  reason  desir¬ 
able  changes  cannot  be  made,  individual  help  should  be  provided 
for  pupils  who  encounter  difficulty. 

Groups  recommended  for  small  schools.  In  schools  which  provide 
only  two  first-grade  sections,  the  kinds  of  groups  which  are  organ¬ 
ized  will  vary  with  the  needs  of  the  pupils.  In  some  schools,  it  may 
prove  desirable  to  assign  all  who  are  prepared  for  reading  to  one 
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section,  and  those  who  need  preliminary  training  to  the  other.  As 
the  work  goes  forward  in  each  section,  the  group  instruction  pro¬ 
vided  should  be  supplemented  with  ample  provision  for  individual 
needs. 

In  rural  schools  and  in  other  schools  which  have  only  one  first- 
grade  section,  the  pupils  should  be  classified  into  small  groups,  if 
possible,  and  given  appropriate  instruction.  For  example,  two  or 
three  pupils  may  begin  systematic  work  in  reading;  another  group 
may  need  language  and  vocabulary  training;  still  another  group 
may  need  constructive  activities  to  train  them  in  the  use  of  ideas. 
If  this  plan  cannot  be  followed,  systematic  work  in  reading  should 
not  begin  until  a  majority  of  the  pupils  are  fully  prepared  for  it. 
Furthermore,  the  group  instruction  which  is  provided  should  be 
supplemented  with  wide  provision  for  individual  needs.  It  is  very 
important  that  teachers  of  small  schools  make  detailed  studies  of  the 
accomplishments  and  needs  of  their  pupils,  similar  to  those  described 
for  large  schools. 

D.  Initial  Period  of  Reading  Instruction 

General  purpose  and  duration  of  initial  period.  The  general  pur¬ 
pose  of  early  training  in  reading  is  to  stimulate  keen  interest  in 
reading  activities,  to  cultivate  a  thoughtful  reading  attitude,  and  to 
develop  reasonable  speed  and  accuracy  in  reading  simple  passages. 
The  time  at  which  systematic  training  begins  and  the  duration  of 
the  initial  period  vary  with  the  preparation  of  pupils  and  with  their 
capacity  to  learn.  Experience  teaches  that  a  majority  of  first-grade 
pupils  are  prepared  for  reading  at  the  beginning  of  the  first  grade 
or  very  early  in  the  year,  and  are  able  to  complete  satisfactorily  all 
requirements  of  the  initial  period  by  the  end  of  that  grade.  For 
many  pupils,  however,  reading  should  not  be  introduced  for  several 
weeks  or  months  after  they  enter  school.  In  such  cases  the  type  of 
training  discussed  in  this  section  should  often  be  continued  well  into 
the  second  grade. 

Normal  types  of  development  during  the  initial  period.  A  study 
of  the  development  of  children  during  this  period  reveals  evidence 
of  progress  in  the  following  phases  of  reading:  (a)  rapid  progress 
in  associating  meanings  with  written  or  printed  symbols;  (b)  the 
early  development  of  a  thoughtful  reading  attitude;  (c)  rapid  prog- 
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ress  in  interpreting  simple  passages,  in  securing  new  experiences 
through  reading,  and  in  enlarging  the  meanings  of  familiar  words; 
(d)  the  acquisition  of  a  sight  vocabulary  of  several  hundred  words 
and  the  development  of  independence  in  the  recognition  of  simple 
words;  (e)  rapid  progress  in  establishing  fundamental  habits,12 
such  as  speed  and  accuracy  in  recognizing  words,  a  wide  span  of 
recognition,  regular  progress  of  perception  along  the  lines,  and  ac¬ 
curate  return  sweeps  of  the  eyes  from  the  end  of  one  line  to  the 
beginning  of  the  next. 

Three  successive  problems  of  teaching.  In  order  to  secure  rapid 
progress  in  the  development  of  important  reading  attitudes,  habits, 
and  skills,  the  instruction  provided  may  be  organized  to  advantage 
in  terms  of  three  successive  problems  of  teaching.  The  first  is  to 
begin  the  development  of  reading  habits  through  the  use  of  reading 
lessons  based  on  experience;  the  second  is  to  introduce  books  and 
to  train  pupils  to  read  from  them;  and  the  third  is  to  train  pupils 
to  secure  an  increasing  amount  of  information  and  pleasure  through 
reading. 

Aims  of  early  lessons  based  on  experience.  The  general  aim  of 
early  lessons  based  on  familiar  experience  and  activities  is  to  intro¬ 
duce  pupils  to  reading  as  a  thought-getting  process  and  to  develop 
a  sight  vocabulary  of  frequently  recurring  words.  The  justification 
for  the  use  of  such  lessons  lies  in  the  fact  that  the  more  interesting 
and  familiar  the  experience,  “the  more  interpretation,  that  is,  the 
more  personal  attitude  there  will  be  to  carry  over  and  attach  to  the 
printed  word.”  13  The  specific  aims  include  the  following  items :  (a) 
to  stimulate  keen  interest  in  reading  activities  and  a  desire  to  read 
independently;  (b)  to  associate  meanings  with  symbols,  to  cultivate 
a  thoughtful  reading  attitude,  and  to  stimulate  the  habit  of  thinking 
about  what  is  read,  and  (c)  to  acquire  from  meaningful  reading 
activities  and  from  phrase  and  word  practice  a  sight  vocabulary 
sufficiently  rich  to  enable  pupils  to  read  under  direction  the  simplest 
stories  of  the  first  book  or  reader  to  be  used.  As  a  rule,  this  includes 


12  Guy  T.  Buswell,  Fundamenal  Reading  Habits:  A  Study  of  Their 
Development,  Ch.  II.  Supplementary  Educational  Monographs,  No.  21. 
Chicago:  Department  of  Education,  University  of  Chicago,  1922. 

13  Charles  H.  Judd,  Reading:  Its  Nature  and  Development,  p.  182. 
Supplementary  Educational  Monographs,  Vol.  II,  No.  4.  Chicago:  De¬ 
partment  of  Education,  University  of  Chicago,  1918. 
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a  sight  vocabulary  of  fifty  or  more  frequently  used  words  and  the 
habit  of  recognizing  familiar  words  in  thought  units. 

Essential  activities.  In  order  to  secure  rapid  progress  in  early 
reading  lessons,  at  least  five  types  of  activities  are  essential : 

1.  Interesting  experiences  which  serve  as  a  basis  for  reading 
lessons.  These  include  group  activities,  excursions,  plays,  games, 
stories,  rhymes,  and  discussions  of  objects  and  pictures.  School  sys¬ 
tems  follow  various  plans  14  in  providing  these  experiences.  For 
example,  some  schools  15  have  organized  sets  of  practice  exercises 
based  on  cutting,  pasting,  and  coloring  activities  which  provide 
motives  for  reading  and  for  learning  to  read. 

2.  Oral  and  silent  reading  lessons  based  on  interesting  experi¬ 
ences.  The  subject  matter  for  these  lessons  is  organized  by  the 
pupils  and  teacher  during  the  reading  or  language  period,  written 
on  the  board  or  printed  on  charts  by  the  teacher,  and  later  mimeo¬ 
graphed,  hectographed  or  printed  for  use  in  reading  classes. 

3.  The  story  hour  and  dramatization  period.  The  activities  of 
these  periods  prove  very  effective  in  stimulating  a  desire  to  read, 
in  preparing  pupils  for  the  thoughtful  interpretation  of  what  they 
read,  in  enriching  their  experiences,  in  providing  good  models  of 
expression,  and  in  improving  the  language  habits  of  children. 

4.  Frequent  opportunities  to  read  in  connection  with  numerous 
classroom  activities.  The  equipment  of  the  room,  attractive  picture 
books  on  the  reading  table,  announcements  on  the  bulletin  board,  and 
the  use  of  written  and  printed  material  in  content  studies,  stimulate 
a  desire  to  read  and  provide  continuous  opportunity  for  thoughtful 
reading.  The  fact  should  be  noted  that  much  of  this  early  incidental 
reading  is  done  silently,  followed  frequently  by  oral  reading  and 
more  often  by  discussion. 

5.  Interesting  games  and  drill  exercises  to  aid  in  the  recognition 
of  words  and  groups  of  words  which  appear  most  frequently  in 
incidental  reading  activities  and  in  the  early  selections  of  the  books 
which  are  read  first.  For  detailed  suggestions  see  Chapter  IV. 

On  account  of  the  brevity  of  this  report  very  few  suggestions  con- 

14  Veto  Materials  of  Instruction,  Ch.  I.  Nineteenth  Yearbook  of  this 
Society,  Part  I.  Bloomington,  Illinois;  Public  School  Publishing  Co., 
1920. 

10  Report  of  the  Society’s  Committee  on  Silent  Reading,  Sec.  2.  Twen¬ 
tieth  Yearbook  of  this  Society,  Part  II.  Bloomington,  Illinois:  Public 
School  Publishing  Co.,  1921. 
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cerning  methods  of  teaching  can  be  included  at  this  point.  Attention 
is  called  to  the  fact,  however,  that  the  technique  of  teaching  reading 
lessons  based  on  familiar  experiences  is  admirably  discussed  by 
Parker’s  Types  of  Elementary  Teaching  and  Learning.™ 

Duration  of  early  lessons  based  on  experiences.  Pupils  who  are 
prepared  to  learn  to  read  when  they  enter  school  usually  spend  from 
four  to  six  weeks  on  reading  lessons  based  on  experiences  before 
books  are  introduced.  This  is  on  the  assumption  that  eighty  or  more 
minutes  are  devoted  daily  to  reading  or  to  activities  which  prepare 
for  reading  lessons.  Instruction  of  this  type  should  be  continued 
until  pupils  acquire  keen  interest  in  reading  and  a  sight  vocabulary 
sufficient  to  enable  them  to  recognize  without  help  a  large  majority 
of  the  words  in  the  first  lessons  in  a  primer  or  reader.  The  pupils 
should  not  be  forced  at  this  stage  of  development,  but  should  be 
allowed  to  advance  somewhat  deliberately. 

Training  pupils  to  read  from  books.  As  soon  as  pupils  have  made 
sufficient  progress  to  justify  the  use  of  printed  material,  specific 
training  should  be  provided  in  the  technique  of  using  books  and  in 
reading  from  them.  This  includes  a  number  of  steps  of  which  the 
following  are  examples:  creating  interest  in  reading  from  books; 
training  pupils  to  open  books  and  turn  pages  carefully;  examining 
the  first  book  to  be  used  in  order  to  become  familiar  with  its  title, 
contents,  pictures,  familiar  stories,  and  page  numbers;  training  in 
the  use  of  markers;  studying  pictures  to  learn  what  a  story  is 
about;  learning  to  read  short  units  of  the  page;  and  acquiring 
habits  of  “continuous,  coherent,  rapid,  meaningful  reading.” 17 
While  pupils  are  learning  to  read  from  books,  reading  lessons  based 
on  their  experiences  and  activities  should  be  continued,  as  well  as 
the  work  of  the  story  hour,  the  dramatization  period,  and  incidental 
reading  in  connection  with  various  classroom  activities.  Further¬ 
more,  the  reading  table  should  be  provided  with  a  larger  number  of 
attractive  books  in  order  to  stimulate  interest  in  independent 
reading. 

Broader  reading  program  after  books  are  introduced.  As  soon  as 


16  S.  Chester  Parker,  Types  of  Elementary  Teaching  and  Leamina, 
Ch.  V.  Boston:  Ginn  &  Co.,  1923. 

17  For  methods  of  accomplishing  these  ends,  see  S.  Chester  Parker, 
Types  of  Elementary  Teaching  and  Learning.  Pp.  103-124.  Boston :  Ginn 
k  Co.,  1923. 
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pupils  have  learned  to  read  from  books,  the  possibilities  of  a  read¬ 
ing  program  become  wider  and  more  varied.  For  the  purpose  of  this 
report  they  may  be  classified  into  three  groups : 

1.  Regular  practice  in  reading  each  day  for  the  purpose  of  devel¬ 
oping  attitudes,  habits,  and  skills  that  are  essential  in  all  reading 
activities.  This  includes  measuring  the  progress  of  pupils,  deter¬ 
mining  individual  needs,  and  providing  remedial  instruction. 

2.  Reading  for  information  and  direction  in  connection  with  all 
classroom  problems  and  activities. 

3.  Independent  and  directed  reading  for  pleasure  and  enjoyment 
in  order  to  stimulate  keen  interest  in,  and  to  promote  the  develop¬ 
ment  of,  permanent  habits  of  reading. 

Recommendations  relating  to  each  of  these  groups  of  reading 
activities  will  now  be  presented. 

1.  Daily  reading  lessons.  It  is  recommended,  that  two  periods 
each  day  be  used  for  group  and  individual  instruction  in  promoting 
the  development  of  essential  attitudes,  habits,  and  skills  in  reading. 
It  is  not  sufficient  to  provide  pupils  at  this  stage  of  development 
with  opportunities  to  read.  Specific  attention  must  be  given  to  the 
cultivation  of  appropriate  reading  attitudes  and  habits,  to  the  elim¬ 
ination  of  undesirable  ones,  and  to  provision  for  the  needs  of  pupils 
who  encounter  unusual  difficulties  in  learning  to  read.  It  is  evident 
that  pupils  who  advance  slowly  will  need  much  attention  during 
regular  reading  periods.  Those  who  advance  rapidly  may  be  ex¬ 
cused  from  many  of  these  lessons  and  may  engage  to  advantage  in 
independent  reading  activities.  A  list  of  desirable  types  of  reading 
lessons  follows: 

(a)  Silent-reading  and  oral-reading  lessons  based  on  interesting 
experiences  and  activities  of  the  pupils  and  on  stories  and  informa¬ 
tional  selections  in  readers  and  other  books  to  insure  rapid  growth 
in  habits  of  intelligent  interpretation. 

(b)  Directed  silent  reading  for  information  or  pleasure  to  estab¬ 
lish  habits  of  continuous,  intelligent  reading  and  study. 

(c)  Directed  oral  reading  following  silent  preparation  to  develop 
ability  to  recognize  increasingly  large  units  of  thought  at  each  fixa¬ 
tion  and  to  read  effectively  to  others. 

(d)  Dramatization  exercises  to  aid  in  mastering  the  thought  of  a 
selection,  as  a  means  of  realizing  experiences  more  fully,  and  as  an 
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opportunity  of  giving  to  others  one's  own  interpretation  of  the 
meaning  of  a  selection. 

(e)  Drill  and  exercises  to  establish  habits  of  accuracy  and  inde¬ 
pendence  in  word  recognition,  rapid  recognition,  and  a  wide  span 
of  recognition.  The  problems  of  word  recognition  and  phonetic  anal¬ 
ysis  are  discussed  in  detail  in.  Chapter  IV. 

(f)  Supervised  seat  activities  to  train  pupils  in  habits  of  inde¬ 
pendent  study  and  in  the  thoughtful  interpretation  of  what  they 
read. 

(g)  Self-directed  seat  activities,  with  appropriate  check  tests,  to 
provide  opportunity  for  pupils  to  read  independently  and  to  secure 
training  in  habits  of  careful,  thorough  work. 

(h)  Frequent  tests  of  the  progress  of  pupils  and  diagnostic  and 
remedial  steps,  as  described  in  Chapter  X  of  this  report. 

2.  Reading  for  direction  a/nd  information  in  classroom  activities. 
Reading  should  early  form  a  natural  and  an  essential  part  of  most 
classroom  activities.  This  type  of  reading  takes  the  form  of  direc¬ 
tions  for  work,  announcements,  records  of  classroom  activities, 
mimeographed  material,  and  printed  selections  which  contribute  to 
an  understanding  of  problems  in  which  the  pupils  are  interested. 
The  fact  should  be  emphasized  that  when  reading  occurs  in  connec¬ 
tion  with  a  class  activity,  the  reading  process  itself  is  of  secondary 
importance.  If  pupils  encounter  difficulties,  they  should  be  given  at 
once  whatever  help  is  needed  so  that  the  activity  may  go  forward.  A 
record  should  be  made  of  the  types  of  difficulties  which  are  revealed 
and  special  help  provided  later  during  regular  reading  periods.  A 
more  detailed  statement  of  the  opportunities  for  reading  in  numer¬ 
ous  activities  and  some  of  the  problems  that  are  involved  appear  in 
Chapter  V. 

3.  Independent  and  directed  reading  for  pleasure.  As  soon  as 
pupils  have  learned  to  read  with  ease,  a  period  should  be  used  each 
day  for  promoting  habits  of  independent  reading  for  pleasure.  At 
first,  teachers  will  find  it  necessary  to  direct  pupils  during  these 
periods.  Interest  in  reading  independently  must  be  cultivated  in 
many  cases.  The  poorer  readers  will  need  help  in  securing  meanings. 
All  will  profit  by  the  teachers’  comments,  suggestions,  and  display 
of  interest  in  particular  selections.  Either  silent  or  oral  reading  may 
be  used  as  best  meets  the  needs  of  the  occasion. 
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As  soon  as  pupils  give  evidence  of  genuine  interest  in  independent 
reading  and  ability  to  read  thoughtfully  with  little  or  no  assistance, 
they  may  be  given  the  freedom  of  the  reading  or  library  table  while 
the  teacher  aids  those  who  have  advanced  less  rapidly.  This  table 
should  be  provided  with  as  many  interesting  books  for  young  chil¬ 
dren  as  the  school  affords.  Suggestions  concerning  the  direction 
and  supervision  of  the  library  reading  activities  of  pupils  are 
given  in  Chapter  VI.  Pupils  who  proceed  satisfactorily  at  the  read¬ 
ing  table  should  be  encouraged  to  take  books  home  and  to  bring  to 
school  interesting  books  which  they  find  in  their  home  libraries.  In 
other  words,  as  soon  as  children  show  keen  interest  in  reading  and 
are  able  to  read  simple  stories  independently,  definite  steps  should 
be  taken  to  cultivate  permanent  interests  in  reading  and  the  habit 
of  reading  independently. 

Variations  in  program  to  meet  the  needs  of  special  groups  or  of 
individuals.  The  program  which  has  been  outlined  is  planned  to 
meet  the  needs  of  pupils  who  are  prepared  for  reading  at  the  begin¬ 
ning  of  the  first  grade  and  who  advance  at  a  normal  rate  of  prog¬ 
ress.  Changes  in  the  program  should  be  made  to  meet  the  needs  of 
special  groups  or  of  individual  pupils  within  a  group.  Examples 
follow: 

Pupils  who  learn  rapidly.  F ewer  lessons  for  the  mastery  of  funda¬ 
mental  habits;  a  larger  number  of  self-directed  reading  activities; 
earlier  introduction  to  and  a  larger  amount  of  independent  reading 
for  pleasure  and  information;  more  provision  for  reading  in  con¬ 
nection  with  various  studies  and  classroom  activities. 

Pupils  who  learn  slowly.  More  stimulation  of  interest  by  the 
teacher;  a  larger  number  of  reading  lessons  to  cultivate  appropriate 
reading  attitudes  and  habits;  more  attention  to  the  establishment 
of  right  habits;  detailed  supervision  of  supplementary  reading  ac¬ 
tivities;  a  larger  number  of  very  simple  selections  for  class  use; 
more  careful  supervision  of  independent  reading;  more  elaborate 
studies  of  individual  difficulties. 

’  Pupils  who  were  unable  to  speak  English  when  they  entered 
school.  A  larger  number  of  reading  lessons  based  on  familiar  experi¬ 
ences;  more  conversation  and  discussion  to  accompany  each  lesson; 
very  gradual  introduction  of  new  words;  more  emphasis  on  good 
pronunciation  and  enunciation;  a  larger  amount  of  reading  of  very 
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simple  selections;  more  reading  and  story-telling  by  the  teacher; 
more  careful  supervision  of  independent  reading. 

The  fact  should  be  remembered  that  pupils  advance  at  different 
rates  of  progress.  Provision  must  therefore  be  made  in  schools  hav¬ 
ing  two  or  more  first-grade  sections  for  the  transfer  of  pupils  from 
one  to  another  whenever  such  changes  are  desirable. 

Amount  of  time  for  reading.  In  a  recent  analysis  18  of  the  model 
programs  for  rural  schools  in  26  state  courses  of  study,  it  was  found 
that  56  minutes  were  given  to  reading  each  day  in  the  first  grade. 
In  a  study  19  of  thirty-one  first-class  schools  of  North  Dakota,  it 
was  found  that  the  median  number  of  minutes  per  day  in  the  first 
grade  was  sixty-five.  In  a  study  20  of  the  amount  of  time  given  to 
reading  in  forty-nine  large  cities,  it  was  found  that  the  average 
was  84  minutes  per  day.  In  some  cities  as  much  as  120  minutes  were 
given  each  day  to  supervised  and  self-directed  reading  activities. 

Current  practice  with  regard  to  time  allotment  developed  when 
reading  activities  were  limited  almost  exclusively  to  the  reading 
period.  According  to  the  program  which  has  been  recommended, 
reading  is  intimately  related  to  practically  every  classroom  activity. 
It  follows  that  less  rather  than  more  time  should  be  used  for  daily 
reading  practice.  Furthermore,  ample  time  must  be  provided  for  the 
enriched  program  of  meaningful  activities  which  has  been  recom¬ 
mended  for  the  first  grade.  Owing  to  differences  in  conditions,  it  is 
impossible  to  suggest  a  time  allotment  for  reading  which  will  be 
equally  appropriate  for  all  schools.  In  general,  80  minutes  per  day 
is  a  reasonable  time  allotment  in  larger  schools.  Larger  or  smaller 
amounts  of  time  may  prove  desirable  in  the  case  of  pupils  who  learn 
slowly  or  rapidly.  Experience  has  taught  that  this  allotment  may  be 
greatly  reduced  through  the  wise  use  of  incidental  reading  activities. 
It  is  unwise,  therefore,  to  hold  every  teacher  in  a  school  system  to 
close  adherence  to  a  given  schedule. 


18  Charles  M.  Reinoehl,  Analytic  Survey  of  State  Courses  of  Study 
for  Rural  Elementary  Schools.  P.  24.  Bureau  of  Education  Bulletin,  No. 
42,  1922.  Washington:  Bureau  of  Education. 

19  H.  H.  Kirk,  “Time  distribution  by  subject  and  grade,”  Elementary 
School  Journal,  23  (March,  1923),  p.  537. 

20  Fred  C.  Ayer,  “Average  time  allotment  in  49  large  cities  compared 
with  Seattle.”  Second  Yearbook,  Department  of  Superintendence.  Pp. 


A  PROGRAM  OF  READING  INSTRUCTION 


43 


Number  of  books  to  be  read.  It  has  been  definitely  ascertained21 
that  the  pupils  who  read  widely  make  more  rapid  progress  than 
pupils  who  read  a  limited  amount  of  material.  Some  classes  read 
only  two  or  three  books  under  supervision,  others  from  twenty  to 
thirty.  It  is  suggested  that  provision  be  made  for  reading  at  least 
twelve  books  under  supervision  during  the  first  year.  Some  of  these 
books  should  be  read  in  group  activities ;  others  should  be  read  indi¬ 
vidually.  The  fact  should  be  remembered,  however,  that  the  pupils 
should  interpret  intelligently  as  well  as  read  widely. 

It  is  impossible  to  state  at  this  time  the  most  appropriate  number 
of  books  to  be  read  independently  by  children  during  the  first  grade. 
In  one  city  which  reported,  the  average  number  of  books  read  by 
the  pupils  of  a  first-grade  class  was  30 ;  the  maximum,  38,  and  the 
minimum,  20.  It  is  recommended  that  provision  be  made  for  the 
independent  reading  by  each  pupil  of  at  least  ten  interesting  books 
at  home  or  at  the  library  table.  In  the  judgment  of  the  committee 
a  larger  number  may  be  read  to  advantage  by  pupils  who  make 
normal  or  rapid  progress  in  learning  to  read. 

Relative  importance  of  oral  and  silent  reading.  The  exact  amount 
of  emphasis  which  should  be  given  in  the  initial  period  to  oral  read¬ 
ing  and  to  silent  reading  is  still  an  open  question.  The  fact  that 
silent  reading  is  the  type  used  most  frequently,  both  in  school  and 
in  adult  life,  justifies  the  recommendation  that  pupils  should  form 
habits  of  thoughtful  silent  reading  from  the  beginning.  The  fact 
that  oral  reading  is  intimately  related  to  spoken  language  makes  it 
an  economical  and  desirable  means  of  promoting  rapid  growth  in 
reading.  On  the  other  hand,  the  fact  that  pupils  who  learn  exclusive¬ 
ly  by  oral  methods  frequently  become  word  readers  indicates  that 
there  is  danger  in  over-emphasizing  oral-reading  habits. 

These  facts  justify  the  conclusion  that  pupils  should  be  taught 
from  the  beginning  to  read  both  orally  and  silently.  As  a  rule, 
approximately  equal  amounts  of  class  time  should  be  devoted  to 
each  type  of  reading  in  the  first  grade.  This  will  result  in  much 
more  silent  than  oral  reading  when  all  reading  activities  are  con¬ 
sidered.  However,  teachers  who  note  the  progress  of  pupils  will 
find  frequent  justification  for  departing  for  a  period  of  time  from 
this  general  recommendation.  ^ 

21  William  S.  Gray,  Reading  Survey  of  the  St.  Louis  Public  Schools. 
Yonkers-on-Hudson.  New  York:  World  Book  Co.,  1918. 
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Desirable  levels  of  achievement.  The  following  characteristics  dis¬ 
tinguish  the  pupil  who  has  satisfactorily  completed  the  require 
ments  of  the  initial  period : 

1.  Becomes  completely  absorbed  in  the  content  of  interesting 
selections  when  reading  independently. 

2.  Reads  silently  with  few  or  no  lip  movements. 

3.  Asks  questions  about  and  discusses  intelligently  the  content  of 
what  is  read. 

4.  Reads  aloud  clearly,  naturally,  and  in  thought  units  rather  than 
by  individual  word3. 

5.  Handles  books  with  care,  opens  and  turns  pages  properly, 
knows  the  order  of  paging,  and  is  able  to  find  readily  what  he  is 
looking  for. 

The  accomplishments  and  progress  of  first-grade  pupils  may  be 
determined  from  time  to  time  through  the  use  of  the  following 
standardized  reading  tests : 


Accomplishment 

1.  Recognizing  the  meanings  of 
words  seen 

2.  Interpreting  simple  sentences 
and  paragraphs 

3.  Understanding  and  reproducing 
what  is  read 

4.  Rate  of  silent  reading. 

5.  General  accomplishment  in 
speed  and  accuracy  of  oral 
reading 

6.  Rate  and  accuracy  of  oral  read¬ 
ing 


Test 

Detroit  Group  Test  in  Word  Rec¬ 
ognition 

Haggerty  Reading  Examination, 
Sigma  I 

Starch  Silent  Reading  Test 

Starch  Silent  Reading  Test 
Standardized  Oral  Reading  Para¬ 
graphs 

Gray  Oral  Reading  Check  Tests 


The  standard  scores  which  accompany  these  tests  are  based  on 
the  results  of  reading  instruction  as  it  has  been  given  in  the  past. 
Evidence  has  been  secured  which  shows  clearly  that  higher  stand¬ 
ards  of  achievement  may  reasonably  be  expected  of  first-grade 
pupils.  For  example,  it  was  found  in  a  recent  unpublished  study  in 
which  thi'ee  tests  were  used  that  pupils  who  revealed  at  the  end 
of  the  first  grade  the  five  qualities  described  above  made  on  the 
average  distinctly  superior  scores.  The  standard  scores,  as  well  as 
the  average  scores,  of  these  pupils  which  are  suggested  as  desirable 
standards,  are  presented  here  for  purposes  of  comparison. 

Haggerty  Reading  Examination,  Sigma  I,  Test  I 
Standard  Score,  4 
Desirable  Standard,  S 
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Starch  Silent  Reading  Test 

Standard  Score,  Comprehension  15 
Rate  per  minute  90 
Desirable  Standard,  Comprehension  18 
Rate  per  minute  100 

Standardized  Oral  Reading  Paragraphs 
Standard  Score,  31 
Desirable  Standard,  40 

The  scores  which  have  been  described  represent  desirable  levels 
of  achievement  at  the  end  of  the  initial  period.  They  may  be  attained 
by  a  large  proportion  of  first-grade  pupils  at  or  very  near  the  end 
of  the  year.  They  may  be  easily  surpassed  by  many  pupils  who  learn 
to  read  easily.  They  may  not  be  attained  by  many  pupils  until  well 
into  the  second  grade.  As  rapidly  as  pupils  reach  the  suggested 
standards,  provision  should  be  made  for  the  broader  program  of 
reading  activities  recommended  in  the  next  section  for  second-  and 
third-grade  pupils. 

E.  Period  of  Rapid  Growth  in  Fundamental  Attitudes, 
Habits,  and  Skills 

Second  and  Third  Grades 

Distinguishing  characteristics  and  duration  of  the  period.  Each 
period  in  an  effective  reading  program  is  characterized  by  the  en¬ 
richment  of  experience  and  the  cultivation  of  interest  in  reading 
activities.  In  addition,  the  third  period  has  been  distinguished  as 
one  of  rapid  growth  in  the  fundamental  attitudes,  habits,  and  skills 
on  which  intelligent  interpretation,  speed  of  silent  reading,  and 
fluent,  accurate  oral  reading  depend.  By  the  end  of  this  period 
pupils  should  be  able  to  read  independently  and  intelligently,  either 
orally  or  silently,  simple  content  material  such  as  is  usually  assigned 
in  the  fourth  grade. 

Studies  of  the  progress  of  pupils  show  that  a  large  proportion 
of  them  fulfil  all  requirements  of  this  period  during  the  second  and 
third  grades.  Therefore,  the  problems  of  the  third  period  will  be 
referred  to  in  the  discussions  that  follow  as  the  normal  problems 
for  these  grades.  In  doing  so,  four  facts  are  clearly  recognized, 
namely,  ^that  pupils  who  enter  the  second  grade  differ  widely,  in 
achievement  and  require  instruction  at  different  levels  of  advance¬ 
ment,  that  they  move  forward  through  the  second  and  third  grades 
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at  different  rates  of  progress,  that  many  pupils  who  learn  rapidly 
are  prepared  for  more  advanced  work  much  earlier  than  the  end  of 
the  third  grade,  and  that  pupils  who  learn  slowly  require  in  the 
fourth  and  even  in  the  fifth  grades  instruction  similar  to  that  recom¬ 
mended  for  this  period. 

Specific  aims.  The  specific  aims  of  instruction  in  reading  for 
pupils  who  make  normal  progress  during  the  second  and  third 
grades  follow: 

1.  To  provide  a  rich  variety  of  reading  experience  based  on  the 
world's  greatest  stories  for  children  and  on  informational  material 
relating  to  numerous  topics  which  are  studied  in  content  subjects 
or  which  challenge  the  pupils’  interest  in  other  activities. 

2.  To  stimulate  keen  interest  in  reading  wholesome  books  and 
selections  for  pleasure  and  information  and  to  establish  the  habit 
of  reading  independently. 

3.  To  secure  rapid  growth  in  habits  of  intelligent  interpretation. 
This  includes  the  following  items:  (a)  Rapid  progress  in  the  inter¬ 
pretation  of  the  important  ideas  of  simple  passages,  such  as  those 
in  the  Courtis  Silent  Reading  Test,  No.  2.  By  the  end  of  the  third 
grade,  pupils  should  be  able  to  interpret  such  passages  with  a  high 
degree  of  accuracy,  (b)  Steady  progress  in  reading  different  types 
of  material  for  various  purposes,  such  as  finding  answers  to  ques¬ 
tions,  following  directions,  and  remembering  what  is  read,  and  in 
interpreting  increasingly  difficult  passages,  such  as  those  in  the 
Monroe  Silent  Reading  Test. 

4.  To  increase  the  rate  and  accuracy  of  oral  reading  and  of  silent 
reading.  This  includes  rapid  progress  in  habits  of  accurate  recogni¬ 
tion,  rapid  recognition,  a  wide  span  of  recognition,  a  wide  eye-voice 
span,  and  the  rhythmical  progress  of  perception  along  the  lines.  In 
fact,  progress  in  the  development  of  these  habits  is  more  rapid 
during  the  second  and  third  grades  than  during  any  other  period. 

5.  To  provide  for  the  development  of  desirable  habits  of  inter¬ 
pretative  oral  reading  and  of  appropriate  standards  in  specific  oral¬ 
reading  situations. 

6.  To  continue  training  in  the  skilful  use  of  books,  to  familiarize 
pupils  with  the  privileges  and  opportunities  of  libraries,  and  to 
teach  them  to  withdraw  and  return  books. 

Provision  for  essential  types  of  reading  activities.  In  order  to 
accomplish  these  aims  in  the  second  and  third  grades,  provision 
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must  be  made  for  at  least  three  general  types  of  activities,  namely : 
daily  reading  lessons,  wide  reading  in  connection  with  numerous 
classroom  problems  and  activities,  and  much  independent  reading, 
both  in  and  out  of  school.  Important  problems  in  connection  with 
each  type  will  now  be  considered. 

Purpose  of  daily  reading  lessons.  An  essential  purpose  of  all 
reading  activities  is  to  enrich  experience  and  to  stimulate  and 
broaden  the  reader’s  interests.  In  addition,  daily  practice  in  reading 
has  three  purposes  which  are  peculiarly  appropriate  in  the  second 
and  third  grades,  namely:  (a)  to  develop  power  as  a  reader,  that 
is,  to  secure  rapid  growth  in  ability  to  deal  successfully  with  in¬ 
creasingly  difficult  reading  situations,  (b)  to  make  desirable  habits 
permanent,  and  (c)  to  eliminate  or  correct  undesirable  habits. 

Time  allotment.  In  an  analysis  of  the  daily  programs  in  twenty-six 
state  courses  of  study,22  it  was  found  that  the  average  number  of 
minutes  per  day  recommended  for  reading  in  rural  elementary 
schools  was  72  for  the  second  grade  and  63  for  the  third  grade.  In 
a  study  23  of  the  time  schedules  of  thirty-one  first-class  schools  of 
North  Dakota,  it  was  found  that  the  median  number  of  minutes 
per  day  for  reading  was  50  for  both  the  second  grade  and  the  third. 
The  daily  allotment  varied  from  25  to  90  minutes  for  the  second 
grade  and  from  15  to  80  for  the  third.  In  a  study  24  of  the  amount 
of  time  given  to  reading  in  forty-nine  cities,  it  was  found  that  the 
average  was  81  minutes  per  day  for  the  second  grade  and  66  for  the 
third. 

Current  practice  would  justify  a  recommendation  of  about  70 
minutes  a  day  for  reading  in  the  second  grade  and  60  in  the  third 
grade,  varying  somewhat  with  the  size  of  the  school  and  the  type 
of  class  organization.  The  fact  should  again  be  remembered,  how¬ 
ever,  that  current  practice  developed  when  reading  activities  were 
limited  almost  exclusively  to  the  reading  period.  Since  reading  is 


22  Charles  M.  Reinoehl,  Analytic  Survey  of  State  Courses  of  Study 
for  Rural  Elementary  Schools,  P.  24.  Bureau  of  Education  Bulletin,  No. 
42,  1922.  Washington:  Bureau  of  Education. 

23  H.  H.  Kirk,  “Time  distribution  by  subject  and  grade,”  Elementary 
School  Journal,  23  (March,  1923),  p.  537. 

24  Fred  C.  Ayer,  “Average  time  allotments  in  49  large  cities  compared 
with  Seattle,”  The  Elementary  School  Curriculum.  Second  Yearbook  of 
the  Department  of  Superintendence.  Washington:  Department  of  Super¬ 
intendence.  National  Education  Association.  1Q?4. 
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intimately  related  to  practically  all  school  activities  in  the  program 
which  is  here  recommended,  it  follows  again  that  less  rather  than 
more  time  will  be  needed  for  formal  instruction  in  reading.  On  the 
other  hand,  far  more  time  should  be  given  to  activities  that  enrich 
experience  and  provide  incidental  reading  practice  than  is  used  for 
such  purposes  in  most  classrooms  to-day. 

Developing  power  as  a  reader.  The  work  of  one  recitation  period 
daily  during  the  greater  part  of  the  second  and  third  grades  should 
take  the  form  of  carefully  directed  training  for  the  purpose  of 
developing  power  as  a  reader.  A  list  of  types  of  activities  that  are 
valuable  in  this  connection  follows: 

1.  Silent  reading  to  develop  habits  of  intelligent  interpretation. 
Such  lessons  require  reading  for  specific  purposes  (such  as  finding 
answers  to  questions),  selecting  important  points  and  supporting 
details,  dividing  a  selection  into  its  major  thought  units,  securing 
information  for  oral  reproduction  or  for  use  in  class  discussions, 
and  following  directions.  This  training  should  secure  rapid  growth 
in  both  accuracy  and  depth  of  interpretation  and  should  lay  the 
foundation  for  good  study  habits.  Selections  from  graded  readers 
or  from  books  containing  informational  material  may  be  used  to 
advantage  in  accomplishing  these  purposes. 

2.  Group  oral  reading  and  class  discussions  to  stimulate  addi¬ 

tional  growth  in  habits  of  thoughtful  reading.  The  oral  reading  may 
be  preceded  to  advantage  by  thoughtful  silent  reading  for  the  pur¬ 
pose  of  answering  assigned  questions  or  to  solve  one  or  more  prob¬ 
lems.  It  should  be  accompanied  by  discussions  which  stimulate  good 
thinking  and  provide  opportunity  to  compare,  weigh  values,  and 
draw  conclusions.  Selections  from  graded  and  supplementary  read¬ 
ers,  as  well  as  from  other  interesting  books,  may  be  used  in  this 
connection.  The  fact  should  be  remembered,  however,  that  growth 
in  intelligent  interpretation  can  probably  be  secured  most  effectively 
through  silent-reading  activities.  ( 

3.  Practice  to  improve  the  form  and  quality  of  oral  reading.  Such 
lessons  should  provide  strong  motives  for  good  reading  and  real 
audience  situations.  Teachers  should  discuss  appropriate  standard? 
in  reading  specific  selections ;  they  should  also  read  aloud  frequently 
in  order  that  pupils  may  hear  good  reading  and  acquire  desirable 
habits  through  imitation.  Individual  assignments  as  well  as  group 
exercises  should  be  provided.  Supplementary  readers,  interesting 
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stories  and  dramatic  readers  are  valuable  sources  of  good  practice 
material. 

4.  Drill  exercises,  when  needed,  to  increase  accuracy  and  inde¬ 
pendence  in  word  recognition.  This  includes  drill  on  unphonetic 
words  which  cause  difficulty,  as  well  as  systematic  training  in  the 
phonetic  analysis  of  short  words  and  in  the  syllabication  of  words 
of  two  or  more  syllables  when  such  help  is  needed.  Specific  sugges¬ 
tions  concerning  appropriate  types  of  training  are  given  in  Chapter 
IV. 

5.  Special  training  is  needed  frequently  to  increase  the  rate  and 
span  of  recognition.  Flash-card  exercises  uased  on  words  and 
phrases  which  appear  frequently  in  reading  lessons  are  excellent  for 
this  purpose.  In  addition,  instruction  is  needed  in  the  use  of  books 
and  in  the  technique  of  withdrawing  them  from  the  library  and 
returning  them  to  it. 

The  types  of  lessons  which  have  been  outlined  are  usually  pro¬ 
vided  during  the  morning  period.  The  amount  of  time  which  should 
be  given  to  each  type  depends  on  the  needs  and  progress  of  the 
pupils  taught.  Some  may  be  excused  to  advantage  from  many  of  the 
lessons  that  are  assigned;  others  will  need  special  training  in  addi¬ 
tion  to  that  provided  for  the  group  as  a  whole.  It  follows  that  teach¬ 
ers  should  study  the  accomplishments  of  their  pupils  constantly  and 
provide  instruction  each  day  for  the  class  as  a  whole  or  for  individ¬ 
ual  pupils  which  will  secure  progress  in  one  or  more  specific  phases 
of  reading. 

Making  desirable  habits  permanent.  Numerous  opportunities  to 
read  relatively  simple  selections  should  be  provided,  preferably  dur¬ 
ing  afternoon  periods,  for  the  purpose  of  promoting  the  permanent 
establishment  of  reading  attitudes,  habits,  and  skills  which  have 
been  partly  developed,  but  not  perfected.  The  justification  for  using 
simple  selections  lies  in  the  fact  that  pupils  are  able  to  read  with 
reasonable  ease  and  rapidity.  When  relieved  of  the  need  of  deter¬ 
mining  numerous  meanings  and  pronunciations,  they  become  inter¬ 
ested  in  the  content,  they  proceed  rapidly  in  silent  reading,  and  they 
group  their  words  together  effectively  in  oral  reading.  Current  read¬ 
ing  programs  may  be  justly  criticized  because  they  fail  to  provide 
pupils  with  sufficient  opportunity  to  read  relatively  simple  selec¬ 
tions  until  essential  attitudes,  habits,  and  skills  are  thoroughly  estab¬ 
lished.  If  the  reading  materials  used  contain  valuable  content,  there 
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is  no  danger  of  over-learning,  such  as  occurs  in  practice  on  some 
habits  and  skills.  A  list  of  reading  activities  of  recognized  value  in 
making  desirable  habits  permanent  follows: 

1.  Supervised  silent  reading  for  information,  the  pupils  reading 
to  accomplish  a  specific  purpose,  such  as  to  find  out  how  a  story 
ends  or  how  cotton  is  grown  and  marketed.  A  series  of  valuable 
tests  of  comprehension  for  use  in  such  reading  activities  is  sug¬ 
gested  in  Chapter  IX. 

2.  Directed  silent  reading  for  pleasure.  Pupils  should  be  given 
frequent  opportunity  to  read  for  fun.  As  the  pupils  read,  the  teacher 
should  observe  their  reading  habits  and  make  constructive  sugges¬ 
tions  in  individual  cases.  The  selections  used  should  be  highly  enter¬ 
taining  and  calculated  to  develop  permanent  interest  in  independent 
reading. 

3.  Oral  reading  at  sight,  with  attention  directed  to  the  content. 
If  pupils  encounter  difficulties,  the  teacher  and  the  class  give  such 
help  as  may  be  needed  and  the  reading  continues.  A  note  is  made 
by  the  teacher  of  errors  and  specific  training  is  provided  later  in  a 
drill  period.  As  soon  as  pupils  are  able  to  read  fluently  and  accur¬ 
ately  at  sight,  they  should  be  excused  from  practice  of  this  type. 

4.  Dramatization,  as  a  motive  for  wide  reading  with  a  purpose 
and  as  an  opportunity  for  the  cultivation  of  good  habits  of  oral 
expression.  Pupils  should  be  given  wide  freedom  in  selecting  appro¬ 
priate  parts  to  dramatize,  in  selecting  characters  and  arranging 
scenes,  and  in  giving  their  own  interpretation  of  a  story. 

5.  Motivated  oral  reading  of  relatively  simple  selections  in  audi¬ 
ence  situations.  To  a  large  extent  pupils  should  read  selections  of 
their  own  choice  or  simple  passages,  assigned  by  the  teacher, 
which  are  appropriate  for  given  occasions,  such  as  a  Thanksgiving 
program. 

In  addition,  there  should  be  wide  reading  in  other  classes  of  sim¬ 
ple  content  material  to  secure  information  for  use  in  class  discus¬ 
sions  and  much  independent  reading  for  pleasure,  both  in  and  out  of 
school.  These  types  of  reading  are  discussed  more  fully  in  later 
paragraphs.  If  the  materials  read  are  sufficiently  interesting  and 
relatively  simple,  such  reading  activities  will  contribute  to  rapid 
progress  in  the  permanent  establishment  of  desirable  reading  atti¬ 
tudes  and  habits. 
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Eliminating  or  correcting  undesirable  habits.  Abundant  provi¬ 
sion  should  be  made  in  the  second  and  third  grades  to  correct  or 
eliminate  undesirable  habits.  Such  steps  are  necessary  in  order  that 
pupils  may  early  form  desirable  habits  and  in  order  that  undesir¬ 
able  habits  may  not  be  permanently  established.  Therefore,  a  part 
of  the  time  set  aside  daily  for  reading  should  be  used  for  corrective 
and  remedial  work.  A  list  of  appropriate  opportunities  for  eliminat¬ 
ing  or  correcting  undesirable  habits  follows: 

1.  In  many  lessons  planned  to  develop  power  in  intelligent  silent 
reading  and  in  fluent,  accurate  oral  reading,  errors  which  interfere 
with  thought-getting  or  giving  may  be  corrected  when  they  occur 
and  constructive  suggestions  offered.  Care  should  be  observed,  how¬ 
ever,  not  to  let  corrections  inhibit  the  interest  and  co-operation  of 
the  reader. 

2.  The  errors  and  difficulties  which  occur  in  reading  relatively 
simple  material  and  in  the  reading  which  is  done  in  connection  with 
other  classroom  studies  and  activities  should  be  noted.  Special  drill 
or  reading  practice  should  be  planned  during  a  morning  reading 
period  which  will  aid  individual  pupils  or  small  groups  of  pupils 
in  overcoming  their  difficulties. 

3.  Tests  should  be  given  frequently  in  either  the  morning  or 
afternoon  reading  period  to  all  members  of  a  class  to  determine 
their  accomplishments  and  needs  in  rapid  recognition,  in  accurate 
recognition,  in  span  of  recognition,  and  in  the  rapid  grasp  of  mean¬ 
ings.  Numerous  examples  of  appropriate  tests  are  given  in  Chapter 
IX.  Drill  exercises  should  be  provided  for  those  who  need  training 
in  specific  reading  habits.  As  soon  as  the  fact  has  been  ascertained 
that  given  pupils  have  formed  desirable  habits,  they  may  be  excused 
from  drill  exercises.  The  training  should  be  continued  in  the  case 
of  other  pupils  until  satisfactory  progress  has  been  made. 

4.  Time  should  be  reserved  each  week  for  diagnostic  and  remedial 
instruction.  There  are  pupils  in  each  classroom  who  encounter  un¬ 
usual  difficulties  in  reading.  In  many  cases  the  cause  of  such  diffi¬ 
culties  cannot  be  determined  and  appropriate  instruction  provided 
without  detailed  studies  of  their  reading  habits.  While  the  teacher 
is  giving  attention  to  pupils  who  need  special  help,  the  remainder  of 
the  pupils  may  with  advantage  read  independently  for  pleasure  or 
information.  Diagnostic  and  remedial  steps  appropriate  for  use  in 
second-  and  third-grade  classes  are  discussed  in  Chapter  X. 
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Importance  of  planning  to  secure  specific  results.  The  discussion 
of  daily  reading  lessons  has  shown  that  various  types  of  reading 
activities  are  essential  in  enriching  the  experiences  of  pupils,  in 
stimulating  keen  interest  in  reading,  in  developing  power  as  a  reader, 
in  making  desirable  habits  permanent,  and  in  correcting  or  elimi¬ 
nating  undesirable  habits.  It  remains  to  emphasize  the  fact  that  the 
work  of  each  reading  period  should  be  planned  to  secure  progress  in 
one  or  more  specific  phases  of  reading.  It  has  been  customary  in 
the  past  for  teachers  “to  hear  pupils  read”  day  after  day  with  little 
or  no  variation  in  the  purpose  or  methods  of  teaching.  Supervisors 
justly  condemn  such  practices  as  ineffective  and  even  harmful.  In 
order  to  train  pupils  to  be  intelligent,  thoughtful,  independent  read¬ 
ers,  lessons  must  be  planned  to  secure  definite  progress  each  day  in 
one  or  more  important  phases  of  reading. 

Wide  reading  for  information  and  pleasure  in  most  classroom 
activities.  The  fact  was  emphasized  earlier  that  reading  should 
form  a  natural  part  of  most  classroom  activities.  The  habit  of  read¬ 
ing  widely  in  connection  with  the  various  problems  which  are 
studied  in  the  second  and  third  grades  is  very  desirable  for  three 
reasons:  it  is  an  important  means  of  extending  and  enriching  the 
experiences  of  pupils;  it  supplements  to  distinct  advantage  the 
somewhat  limited  first-hand  experience  and  the  oral  reports  which 
the  teacher  and  pupils  can  provide,  and  it  establishes  habits  of  inde¬ 
pendent  recreational  reading  and  study  which  are  essential  in  all 
grades  above  the  third.  One  reason  why  so  many  pupils  fail  in  con¬ 
tent  subjects  in  the  fourth  grade  is  because  they  have  not  been 
trained  to  interpret  simple  factual  material  effectively. 

The  reading  opportunities  which  should  be  provided  include  re¬ 
ports  based  on  the  experiences  and  activities  of  the  pupils,  direc¬ 
tions  for  work,  assignment  sheets,  mimeographed  copies  of  mate¬ 
rials  which  cannot  be  supplied  to  the  pupils  in  printed  form,  text¬ 
books,  supplementary  readers  relating  to  specific  fields  of  interest, 
such  as  the  life  of  children  of  foreign  lands,  and  general  library 
books.  The  reading  which  is  done  should  represent  both  the  work 
and  the  play  types.  The  fact  should  be  emphasized  that  the  amount 
of  reading  at  the  play  level  should  be  greatly  increased.  This  type 
of  reading  contributes  a  wealth  of  new  experience  and  develops 
permanent  interests  in  reading  about  a  wide  variety  of  topics.  The 
specific  problems  of  teaching  pupils  to  read  in  connection  with  class¬ 
room  activities  are  discussed  in  detail  in  Chapter  V. 


A  PROGRAM  OF  READING  INSTRUCTION 


53 


Independent  reading  for  pleasure  and  information.  The  third 
type  of  reading  activity  which  should  be  provided  includes  inde¬ 
pendent  reading  in  school  and  at  home.  Such  reading  is  indispensa¬ 
ble  in  increasing  the  experiences  of  boys  and  girls,  in  stimulating 
keen  interest  in  reading,  and  in  training  them  in  the  wholesome 
use  of  leisure  time.  Provision  for  a  large  amount  of  independent 
reading  in  the  second  and  third  grades  is  justified  inasmuch  as 
investigations  show  that  most  pupils  are  prepared  for  it  by  the 
beginning  of  the  second  grade  or  shortly  after  that  time  and  that 
the  pupils  who  read  widely  advance  most  rapidly. 

Each  classroom  should  have  its  reading  table  or  shelves  to  which 
the  pupils  may  go  during  free  hours  or  after  other  work  has  been 
completed.  Provision  should  also  be  made  for  pupils  to  secure  books 
to  read  at  home.  Public  libraries  in  many  cities  send  to  the  school 
books  from  which  pupils  choose  those  they  wish  to  read.  In  other 
cities  school  libraries  provide  appropriate  books.  On  the  return  of 
a  book  the  pupil  may  tell  to  the  teacher  or  to  the  class  the  incidents 
he  liked  best,  or  he  may  read  sections  which  proved  most  interest¬ 
ing.  In  some  schools  the  pupils  frequently  dictate  or  prepare  brief 
written  reports  of  the  stories  read,  emphasizing  points  which  inter¬ 
ested  them  most.  These  are  filed  and  referred  to  frequently  in 
helping  other  pupils  select  books  to  read.  For  suggestions  concern¬ 
ing  such  reports,  see  Chapter  VI. 

Three  types  of  activities  should  be  provided,  preferably  during 
afternoon  periods,  in  supervising  and  directing  the  independent 
reading  of  pupils. 

1.  Silent-reading  periods  early  in  the  second  grade  to  determine 
if  pupils  are  able  to  read  to  themselves  effectively.  As  the  pupils 
read  silently  the  teacher  should  observe  their  reading  habits.  One 
evidence  of  preparation  for  independent  reading  is  the  fact  that 
pupils  become  completely  absorbed  in  the  content  of  what  they  read. 
Teachers  should  make  records  of  the  needs  of  pupils  who  cannot 
read  simple  selections  without  help  and  should  provide  appropriate 
types  of  training  during  regular  reading  periods. 

2.  Reading  of  parts  of  stories  by  the  teacher  or  the  pupils  to 
stimulate  general  interest  in  reading  the  remainder  of  selections  or 
books  independently. 

3.  Reports  and  discussions  by  the  pupils  of  their  outside  reading; 
also  individual  conferences  initiated  by  the  teacher  to  aid  pupils  who 
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read  but  little  to  find  books  and  selections  which  they  would  like  to 
read.  • 

Desirable  levels  of  achievement.  Pupils  who  complete  satisfac¬ 
torily  the  requirements  of  the  third  period  of  reading  instruction 
reveal  the  following  characteristics: 

1.  They  have  thoroughly  established  the  habit  of  reading  inde¬ 
pendently. 

2.  They  interpret  effectively  the  reading  materials  assigned  in 
connection  with  other  school  activities  and  are  able  to  discuss  or  to 
make  use  of  the  content  of  what  they  read. 

3.  They  inquire  about  or  independently  seek  for  reading  mate¬ 
rials  which  relate  to  the  problems  or  activities  in  which  they  are 
interested. 

4.  They  read  more  rapidly  silently  than  orally. 

5.  They  are  able  to  read  orally  at  sight  with  ease  and  effective 
expression,  provided  the  materials  assigned  do  not  contain  word 
difficulties  or  difficulties  of  meaning. 

The  achievement  and  progress  of  pupils  may  be  determined  ob¬ 
jectively  at  frequent  intervals  through  the  use  of  the  following 
standardized  reading  tests : 

Burgess  Scale  for  Measuring  Silent  Reading  Ability 

Courtis  Silent  Reading  Test,  No.  2 

Gray  Oral  Reading  Check  Tests 

Haggerty  Reading  Examination,  Sigma  I 

Monroe  Silent  Reading  Test 

Standardized  Oral  Reading  Paragraphs 

Stanford  Reading  Examination 

Starch  Silent  Reading  Test 

The  fact  should  be  remembered  that  the  standard  scores  which 
accompany  these  tests  are  based  on  the  results  of  reading  instruc¬ 
tion  as  it  has  been  given  in  the  past.  Evidence  has  been  secured 
which  shows  clearly  that  schools  may  easily  surpass  current  stand¬ 
ards  of  accomplishment  by  providing  effective  instruction  in  har¬ 
mony  with  the  reading  program  which  has  been  recommended.  For 
example,  a  study  of  the  scores  of  pupils  who  had  fulfilled  all  require¬ 
ments  of  this  period  by  the  end  of  the  third  grade  justifies  the 
following  general  description  of  desirable  standards:  a  score  of  50 
or  better  in  the  Standardized  Oral  Reading  Paragraphs,  a  score  of 
62  or  better  in  the  Burgess  Scale  for  Measuring  Silent  Reading 
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Ability,  a  rate  score  of  150  or  more  words  per  minute  in  the  Courtis 
Silent  Reading  Test,  and  a  comprehension  score  of  approximately 
100  in  the  same  test.  A  more  detailed  statement  of  desirable  stand¬ 
ards  follows.  Only  those  tests  are  included  for  which  the  necessary 
data  have  been  secured.  The  standard  scores,  as  well  as  the  proposed 
desirable  standards,  are  included  for  purposes  of  comparison.  Desir¬ 
able  standards  should  be  determined  for  the  other  tests  listed  above. 

1.  In  the  interpretation  of  what  is  read: 

Courtis  Silent  Reading  Test,  No.  2 

Standard  Scores:  Grade  II,  59;  Grade  III,  78 
Desirable  Standards:  Grade  II,  70;  Grade  III,  95 
Burgess  Scale  for  Measuring  Silent  Reading  Ability 
Standard  Scores:  Grade  III,  50 
Desirable  Standards:  Grade  III,  66 

2.  In  speed  of  silent  reading: 

Courtis  Silent  Reading  Test,  No.  2 

Standard  Scores:  Grade  11,  84  words  per  minute 
Grade  III,  113  words  per  minute 
Desirable  Standards:  Grade  II,  105  words  per  minute 
„  ,  .  Grade  III,  135  words  per  minute 

Starch  Silent  Reading  Test 
Standard  Scores:  Grade  II,  1.8  per  second 
Grade  III,  2.1  per  second 

Desirable  Standards:  Grade  II,  120  words  per  minute 

Grade  III,  150  words  per  minute 

3.  In  speed  and  accuracy  of  oral  reading: 

Standardized  Oral  Reading  Paragraphs 
Standard  Scores:  Grade  II,  43;  Grade  III,  46 
Desirable  Standards:  Grade  II,  45;  Grade  III,  50 

F.  Wide  Reading  to  Extend  and  Enrich  Experience  and  to 
Cultivate  Important  Reading  Attitudes,  Habits,  and  Tastes 

Fourth,  Fifth,  and  Sixth  Grades 

Essential  characteristics  and  duration  of  the  period.  Appropriate 
reading  instruction  during  the  fourth,  fifth,  and  sixth  grades  is 
distinguished  by  provision  for  wide  reading  to  extend  experience, 
to  stimulate  the  thinking  powers  of  the  reader,  and  to  further  de¬ 
velop  important  reading  attitudes,  habits,  and  tastes.  Each  content 
subject,  as  well  as  the  reading  and  literature  period,  contributes 
directly  to  the  development  of  effective  habits  of  reading.  Oppor¬ 
tunities  are  unlimited  during  this  period  for  the  enrichment  of 
experience  and  for  the  cultivation  of  wholesome  interests  in  read¬ 
ing.  The  normal  work  of  the  period  continues  until  pupils  have 
learned  to  read  effectively  for  a  wide  variety  of  purposes  and  until 
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habits  of  rapid  silent  reading  approach  maturity.  As  instruction 
in  reading  improves,  most  pupils  will  reach  this  stage  of  develop¬ 
ment  by  the  end  of  the  sixth  grade,  or  earlier. 

Specific  aims.  The  aims  of  reading  instruction  which  are  appro¬ 
priate  for  the  fourth,  fifth,  and  sixth  grades  follow: 

1.  To  provide  rich  and  varied  experiences  in  practically  every  field 
of  thought  and  activity  for  which  pupils  are  prepared,  such  as 
history,  biography,  geography,  travel,  science,  art,  recreation,  and 
literature.  Abundant  opportunity  should  be  provided  for  reading 
relatively  simple  material  in  the  classroom,  in  the  library,  and  at 
home.  Each  content  subject,  as  well  as  the  reading  period,  should 
contribute  to  rapid  growth  in  experience.  It  is  far  more  important 
in  these  grades  for  pupils  to  acquire  rich  experience  through  read¬ 
ing  relatively  simple  material  than  it  is  to  develop  ability  to  read 
difficult  selections  accurately. 

2.  To  continue  the  development  of  interest  in  entertaining,  in¬ 
structive,  and  worth-while  reading,  and  to  give  elementary  training 
in  the  sources  and  values  of  different  types  of  reading  material. 
Special  effort  should  be  made  to  develop  strong,  wholesome  motives 
for  reading  among  pupils  who  do  not  read  widely. 

3.  To  promote  rapid  growth  in  habits  of  intelligent  interpreta¬ 
tion.  This  includes  (a)  to  refine  and  use  widely  habits  of  interpret¬ 
ing  simple  selections  accurately  and  of  thinking  clearly  about  the 
content  of  what  is  read,  (b)  to  make  progress  in  dealing  success¬ 
fully  with  increasingly  difficult  problems  of  interpretation,  such  as 
are  illustrated  in  the  Monroe  Silent  Reading  Tests  and  the  Thorn- 
dike-McCall  Reading  Tests,  and  (c)  to  develop  habits  of  reading 
effectively  for  a  wide  variety  of  useful  purposes,  such  as : 

Selecting  the  aim  or  purpose  of  a  passage 
Finding  important  points  and  supporting  details 
Finding  answers  to  questions 

Collecting  information  which  will  aid  in  the  solution  of  a  problem 
Grasping  the  organization  of  what  is  read 
Making  judgments  on  the  basis  of  facts  presented 
Determining  the  validity  of  statements 
Making  keen,  critical  interpretations  of  passages 
Following  directions 

Remembering  what  is  read  to  reproduce  it  or  to  make  use  of  it  in 
some  other  way 

Appreciating  the  thoughts,  sentiments  and  ideals  expressed 
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4.  To  improve  and  refine  the  habits  of  recognition  in  both  oral 
and  silent  reading.  This  includes  the  development  of  greater  speed, 
accuracy,  and  independence  in  word  recognition,  a  decrease  in  the 
number  and  duration  of  fixations,  and  the  elimination  of  most 
regressive  movements.  Special  emphasis  on  speed  of  silent  reading 
is  appropriate  during  this  period. 

5.  To  improve  the  quality  of  oral  interpretation  and  to  develop 
standards  for  use  in  oral-reading  situations.  It  is  important  that 
strong  motives  for  reading  and  real  audience  situations  be  provided. 

6.  To  provide  systematic  instruction  in  the  economical  and  skilful 
use  of  books,  in  the  privileges  and  opportunities  which  libraries 
afford,  and  in  the  intelligent  use  of  library  privileges.  Special  train¬ 
ing  is  necessary  during  this  period  in  the  use  of  dictionaries,  en¬ 
cyclopedias,  and  other  sources  of  information  which  well-equipped 
schools  provide. 

Essential  types  of  reading  activities.  In  order  to  accomplish  the 
aims  of  reading  instruction  in  the  fourth,  fifth,  and  sixth  grades, 
provision  must  be  made  for  at  least  the  following  types  of  reading 
activities : 

1.  Supervised  silent  reading  during  a  daily  library  period. 

2.  Systematic  instruction  in  reading  and  study  habits;  testing; 
diagnostic  and  remedial  work. 

3.  Specific  instruction  in  each  content  subject  concerning  habits 
of  effective  reading  and  study  peculiar  to  that  subject. 

4.  Group  reading  and  discussion  of  simple,  interesting  literary 
selections  for  enjoyment,  growth  in  appreciation,  and  power  of 
interpretation. 

5.  Opportunity  for  motivated  oral  reading  and  for  the  develop¬ 
ment  of  standards  appropriate  for  use  in  oral  reading  situations. 

6.  Ample  provision  for  independent  reading  during  free  periods 
and  at  home. 

This  outline  includes  a  wide  variety  of  activities  for  which  pro¬ 
vision  should  be  made.  It  is  recommended  that  two  periods  be  pro¬ 
vided  each  day.  One  period  should  be  used  for  the  following  activ¬ 
ities:  (a)  systematic  instruction  in  reading  and  study  habits;  (b) 
testing,  diagnosis,  and  remedial  work;  (c)  training  in  the  use  of 
books,  libraries,  and  sources  of  information;  (d)  group  reading  and 
discussion  of  simple  literary  selections,  and  (e)  instruction  to 
improve  oral  interpretation  and  to  develop  appropriate  standards. 
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The  second  period  may  be  used  (a)  for  supervised  library  reading; 

(b)  for  stimulating  and  directing  the  reading  interests  of  pupils; 

(c)  for  checking  on  outside  reading,  and  (d)  for  diagnostic  and 
remedial  work.  If  time  cannot  be  provided  daily  for  both  a  library 
and  a  reading  period,  the  program  adopted  should  give  to  each 
group  of  activities  its  due  share  of  time. 

In  any  discussion  of  a  desirable  reading  program  for  the  fourth, 
fifth,  and  sixth  grades,  the  fact  cannot  be  emphasized  too  vigorously 
that  the  essential  aims  of  instruction  are  attained  primarily  through 
wide  reading.  The  plan  has  been  adopted,  therefore,  of  discussing 
first  the  problems  of  teaching  which  relate  to  library  reading  and 
to  reading  which  accompanies  the  study  of  content  subjects.  The 
more  detailed  problems  of  the  regular  reading  period  will  be  con¬ 
sidered  in  later  paragraphs. 

The  library  period.  Many  schools  provide  a  period  each  day  dur¬ 
ing  which  pupils  may  go  to  a  library  room  in  the  building  or  to  a 
reading  table  in  the  classroom  to  read  for  pleasure  or  information. 
As  a  rule,  they  are  allowed  to  select  and  read  whatever  interests 
them.  A  record  is  kept  of  the  books  read  by  each  pupil.  The  teacher, 
or  the  librarian  who  is  in  charge,  has  three  responsibilities,  namely : 
(a)  to  aid  pupils  in  selecting  books  which  will  be  of  interest  to 
them;  (b)  to  observe  their  reading  habits,  correct  minor  errors, 
such  as  lip-movements,  give  help  to  those  who  request  or  need 
it,  and  make  a  record  of  errors  and  difficulties  which  in  her  judg¬ 
ment  should  receive  additional  attention  during  the  regular  read¬ 
ing  period;  and  (c)  to  give  remedial  instruction  frequently  to  pupils 
who  are  in  need  of  such  help. 

The  activities  of  the  library  period  are  extremely  valuable  for 
several  reasons.  They  aid  in  the  permanent  establishment  of  habits 
of  independent  reading;  they  acquaint  pupils  with  various  types  of 
interesting  wholesome  reading  materials,  thus  broadening  their 
range  of  interests  in  reading;  they  provide  for  the  rapid  enrich¬ 
ment  of  experience ;  they  aid  in  the  improvement  and  refinement  of 
habits  of  silent  reading,  and  they  provide  opportunity  in  many 
schools  for  individual  help  and  remedial  instruction.  Supervised 
library  reading  is  essential  to  an  effective  program  of  reading  activ¬ 
ities  in  the  fourth,  fifth,  and  sixth  grades.  Suggestions  concerning 
appropriate  books  for^a  library  appear  in  Chapter  VII. 

® Reading  in  content  subjects.  The  fact  has  been  emphasized  that 
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each  content  subject  should  provide  a  wealth  of  relatively  simple 
leading  material.  The  books  for  a  given  class  should  vary  somewhat 
in  difficulty  in  order  to  meet  the  needs  of  pupils  at  different  levels  of 
advancement.  It  is  particularly  desirable  to  supply  poor  readers  with 
relatively  easy  reading  material  which  they  can  read  and  under¬ 
stand  readily.  Two  types  of  reading  material  with  respect  to  con¬ 
tent  should  be  provided.  The  first  includes  information  which  is 
essential  to  the  solution  of  class  problems  and  which  should  be  read 
carefully  for  specific  purposes.  The  second  includes  very  interesting 
supplementary  materials  which  can  be  read  at  the  play  level  during 
study  periods,  in  the  library,  or  at  home,  in  order  to  broaden  and 
enrich  the  experiences  gained  through  intensive  study. 

The  problems  of  teaching  pupils  to  read  and  study  effectively 
materials  assigned  in  content  subjects  may  be  provided  for  in  two 
ways.  First,  those  attitudes,  habits,  and  skills  which  are  common  to 
a  large  number  of  reading  situations,  such  as  following  directions, 
selecting  and  outlining  major  points  and  supporting  details  of  a 
passage,  or  using  a  dictionary,  should  be  made  the  basis  for  specific 
training  during  regular  reading  periods.  Teachers  should  anticipate 
the  general  reading  needs  of  pupils  in  content  subjects  and  should 
provide  training  in  essential  habits  somewhat  in  advance  of  their 
actual  use  in  study  activities.  In  addition,  training  should  be  pro¬ 
vided  in  each  content  subject  in  those  reading  habits  which  are 
peculiar  to  it,  such  as  reading  to  find  the  essential  conditions  of  a 
problem  in  arithmetic.  Detailed  suggestions  concerning  methods  of 
teaching  pupils  to  read  effectively  in  content  subjects  are  given  in 
Chapter  V. 

The  reading  of  literature.  The  group  reading  of  simple,  interest¬ 
ing  literary  selections  has  several  distinct  values.  It  provides  oppor¬ 
tunity  for  pupils  to  learn  of  and  interpret  many  types  of  experi¬ 
ence,  unhampered  by  the  requirements  which  frequently  accompany 
the  study  of  problems  in  content  subjects.  It  acquaints  pupils  with 
valuable  books  and  selections  which  would  otherwise  escape  their 
attention.  It  secures  growth  in  ability  to  interpret  and  appreciate 
selections  of  superior  quality.  This  is  largely  the  result  of  discus¬ 
sions  and  activities  which  frequently  accompany  the  group  study  of 
selections.  It  also  acquaints  pupils  with  the  values  of  different  types 
of  reading  material  and  stimulates  wider  interest  in  reading  than 
might  otherwise  be  developed.  f 
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Provision  should  be  made  for  the  wide  reading  of  wholesome 
books  and  selections,  rather  than  for  the  intensive  study  of  a  lim¬ 
ited  amount  of  material.  The  story  or  experience  as  a  whole  should 
be  emphasized  rather  than  detailed  facts.  Teachers  should  fre¬ 
quently  suggest  books  and  selections  to  read  which  relate  to  the 
lines  of  interest  cultivated  in  the  study  of  specific  selections.  Chil¬ 
dren  should  be  encouraged  to  bring  to  school  or  to  report  on  inter¬ 
esting  books  or  selections  which  they  have  read  at  home.  Inter¬ 
pretative  oral  reading  may  be  emphasized  to  advantage  during  the 
literature  period  when  selections  are  studied  which  may  be  read 
aloud  to  advantage.  On  such  occasions  teachers  may  read  frequently 
in  order  to  provide  good  models  of  expression  and  to  acquaint  pupils 
with  the  beauties  of  selections,  particularly  poetry,  which  cannot  be 
done  so  effectively  in  silent  reading  periods.  Additional  sugges¬ 
tions  concerning  methods  of  teaching  literature  in  the  fourth,  fifth, 
and  sixth  grades  are  presented  in  Chapter  VI. 

Independent  reading  in  school  or  at  home.  A  common  aim  of 
supervised  library  reading,  of  reading  and  study  in  content  subjects, 
and  of  group  reading  of  literary  selections  is  the  enrichment  of 
experience  and  the  stimulation  of  keen  interest  in  reading.  In  order 
to  establish  habits  of  independent  reading,  pupils  should  be 
encouraged  to  read  at  home  or  during  free  periods  the  interest¬ 
ing  books  and  selections  discovered  during  the  library  period. 
Similar  provision  should  be  made  for  reading  independently 
interesting  books  relating  to  topics  studied  in  content  subjects  or 
during  the  literature  period.  There  should  be  the  closest  co-opera¬ 
tion  between  various  school  activities  in  stimulating  interest  in 
reading  and  in  establishing  independent  reading  habits.  Each  class¬ 
room  activity  should  frequently  stimulate  interests  which  can  be 
satisfied  through  reading.  The  school  library  should  provide  the 
necessary  books  which  may  be  read  both  at  home  and  in  school.  If 
pupils  are  keenly  interested  in  given  books  and  selections,  there  is 
little  or  no  need  of  imposing  artificial  checks  to  determine  the  thor¬ 
oughness  of  the  reading.  The  natural  time  to  report  on  such  read¬ 
ings  is  in  connection  with  the  study  and  discussion  of  problems  to 
which  they  relate.  It  may  be  desirable  at  times,  however,  to  provide 
special  periods  in  which  pupils  may  report  to  their  classmates  and 
teacher  special  contributions  gained  through  their  reading. 

Regular  reading  periods.  As  a  rule,  from  two  to  three  days  should 
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be  used  each  week  for  a  variety  of  activities  which  aim  to  promote 
good  habits  of  reading  and  study  on  the  part  of  all  pupils.  Instruc¬ 
tion  in  some  schools  is  justly  criticized  because  no  organized  effort 
is  made  to  bring  each  pupil  to  a  satisfactory  level  of  efficiency  in  all 
phases  of  reading  by  the  end  of  the  sixth  grade.  In  order  to  avoid 
this  difficulty,  it  is  recommended  that  regular  periods  be  set  aside 
each  week  for  systematic  training  and  drill,  if  it  is  needed.  On  the 
other  hand,  reading  instruction  in  many  schools  is  limited  to  drill 
exercises  and  to  the  group  study  of  selections  found  in  readers.  In 
order  to  avoid  this  error,  opportunity  should  be  provided  for  wide 
reading  in  the  library,  at  home,  and  in  each  content  subject,  as  well 
as  during  the  literature  period. 

It  is  impossible,  for  several  reasons,  to  recommend  a  program  of 
activities  for  the  regular  reading  periods  which  will  meet  equally 
well  the  needs  of  all  schools.  In  the  first  place,  pupils  enter  each 
grade  who  differ  widely  in  reading  achievement  and  needs.  For  ex¬ 
ample,  many  pupils  who  enter  the  fourth  grade  have  not  learned  to 
read  simple  content  material  effectively  and  need  training  similar 
to  that  recommended  for  second-  and  third-grade  pupils.  In  such 
cases  most  of  the  regular  reading  periods  should  be  used  for  sys¬ 
tematic  instruction  at  the  appropriate  level  of  advancement.  This 
training  should  be  supplemented  by  provision  for  wide  reading  in 
the  library,  at  home,  and  in  content  subjects.  On  the  other  hand, 
some  pupils  who  enter  the  fourth  grade  are  two  or  three  years  in 
advance  of  normal  expectancy  in  reading.  It  is  evident  that  little 
or  no  formal  drill  is  necessary  for  them  and  that  the  regular  read¬ 
ing  periods  may  be  used  to  advantage  for  other  purposes.  The 
problem  of  instruction  in  these  grades  is  further  complicated  by 
the  fact  that  some  pupils  advance  in  reading  more  rapidly 
than  other  pupils  and  that  a  given  pupil  advances  in  some 
phases  of  reading  more  rapidly  than  in  others.  Because  of  the  wide 
variety  of  problems  which  are  encountered  by  teachers  in  providing 
for  group  and  individual  needs,  the  plan  has  been  adopted  of  recom¬ 
mending  types  of  training  which  have  proved  valuable  in  the  fourth, 
fifth,  and  sixth  grades.  It  will  be  necessary  for  each  teacher  to  make 
continuous  studies  of  the  needs  of  her  pupils  in  order  to  determine 
which  types  of  training  should  be  emphasized  most. 

1.  Careful  reading  of  selections  under  direction  in  order  to  culti¬ 
vate  a  thoughtful  reading  attitude  and  to  improve  comprehension. 
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2.  Training  in  habits  of  study  which  are  common  to  several  read¬ 
ing  situations,  such  as  following  printed  directions,  using  books 
economically  and  effectively,  and  making  outlines  or  organizations 
of  materials  read. 

3.  Exercises  to  increase  speed  of  silent  reading.  The  wide  reading 
of  simple  interesting  selections  is  without  doubt  one  of  the  most 
effective  means  of  increasing  the  rate  of  reading.  Timed  exercises, 
with  attention  directed  to  the  content,  are  also  valuable  in  this 
connection. 

4.  Training  in  habits  of  recognition.  As  a  rule,  this  involves 
training  in  word  analysis,  in  the  use  of  diacritical  marks,  and  in  the 
rules  of  accent  and  syllabication.  It  may  also  include  drill  in  phon¬ 
etic  analysis,  in  rapid  recognition,  and  in  span  of  recognition. 

5.  Specific  practice  to  overcome  difficulties  and  errors  noted  in 
the  various  reading  activities  in  which  pupils  engage.  Teachers 
should  keep  a  daily  record  of  such  difficulties  and  should  provide 
special  periods  of  training  as  frequently  as  occasion  demands. 

6.  Systematic  testing  of  the  achievements  of  pupils.  Needed  in¬ 
struction  should  be  provided  for  entire  classes,  small  groups,  or 
individual  pupils. 

7.  Diagnostic  and  remedial  work.  While  the  teacher  is  engaged  in 
these  activities  with  one  or  more  pupils,  the  remainder  of  a  class 
may  devote  themselves  to  a  special  assignment  or  they  may  read 
independently  at  their  seats  or  at  the  library  table  books  in  which 
they  are  interested. 

The  profitable  use  of  the  regular  reading  period  cannot  be  over¬ 
emphasized.  Each  teacher  should  study  the  needs  of  her  pupils  so 
carefully  and  provide  appropriate  group  and  individual  instruction 
so  effectively  that  no  pupil  will  reach  the  end  of  the  sixth  grade  who 
has  not  formed  desirable  reading  attitudes,  habits,  and  skills. 

Desirable  levels  of  achievement.  Pupils  who  complete  satisfac¬ 
torily  the  requirements  of  the  fourth  period  of  reading  instruction 
reveal  the  following  characteristics  by  the  end  of  the  sixth  grade : 

1.  They  are  familiar  through  reading  with  many  of  the  com¬ 
mon  fields  of  human  experience.  , 

2.  They  have  acquired  strong  motives  for,  and  keen  interest  in, 
reading  for  information  and  pleasure. 
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3.  They  have  developed  a  broad  foundation  in  habits  of  intelligent 
interpretation  and  study,  including  reading  for  a  variety  of  useful 
purposes. 

4.  They  approximate  maturity  in  the  fundamental  habits  of  read¬ 
ing,  such  as  rate  and  accuracy  of  recognition,  a  wide  span  of  recog¬ 
nition,  rhythmical  progress  of  perception,  a  wide  eye-voice  span  in 
oral  reading,  and  speed  in  silent  reading. 

6.  They  use  books,  dictionaries,  encyclopedias,  and  sources  of  in¬ 
formation  economically  and  skilfully. 

The  achievements  of  pupils  may  be  determined  objectively  and 
compared  with  current  standards  of  accomplishment  through  the 
use  of  the  following  standardized  reading  tests : 

Burgess  Scale  for  Measuring  Silent  Reading  Ability 

Chapman-Cook  Speed  of  Reading  Test 

Courtis  Silent  Reading  Test,  No.  2 

Gray  Oral  Reading  Check  Tests 

Monroe  Silent  Reading  Test 

Standardized  Oral  Reading  Paragraphs 

Stanford  Reading  Examination 

Starch  Silent  Reading  Test 

Thorndike-McCall  Silent  Reading  Tests 

The  fact  has  been  emphasized  in  earlier  chapters  that  the  stand¬ 
ard  scores  which  accompany  reading  tests  are  based  on  the  results 
of  instruction  as  it  has  been  given  in  the  past.  In  a  study  including 
the  use  of  five  standardized  tests,  evidence  was  secured  which  shows 
that  schools  may  easily  surpass  current  standards  of  accomplish¬ 
ment  by  providing  wide  reading  opportunities  and  by  making  use 
of  improved  methods  of  teaching.  In  the  outline  which  follows,  the 
average  scores  are  given  of  pupils  who  satisfactorily  fulfilled  the 
requirements  of  the  fourth  reading  period  at  the  end  of  the  sixth 
grade.  The  standard  scores  as  well  as  the  proposed  desirable  stand¬ 
ards  are  included  for  purposes  of  comparison.  Desirable  standards 
should  be  determined  for  the  other  tests  listed  above. 

1.  In  depth  of  comprehension: 

Monroe  Silent  Reading  Test 
Sixth-Grade  Standard  Score,  21 
Desirable  Standard,  23 
Thorndike-McCall  Silent  Reading  Test 
Sixth-Grade  Standard  Score,  63.7 
Desirable  Standard,  66 
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2.  In  rate  of  accurate  interpretation: 

Burgess  Scale  for  Measuring  Silent  Reading  Ability 
Sixth-Grade  Standard  Score,  60 
Desirable  Standard,  66 

3.  In  speed  of  silent  reading: 

Starch  Silent  Reading  Test 

Sixth-Grade  Standard  Score,  192  words  per  minute 
Desirable  Standard,  250  words  per  minute 

4.  In  speed  and  accuracy  of  oral  reading: 

Gray  Oral  Reading  Test 

Sixth-Grade  Standard  Score,  48 
Desirable  Standard,  65 

G.  The  Period  of  Refinement  of  Specific  Reading  Attitudes, 

Habits,  and  Tastes25 

The  Junior-  and  Senior-High-School  Grades 

Distinguishing  characteristics  of  the  period.  By  the  time  pupils 
enter  the  seventh  grade,  a  large  majority  of  them  approach  matur¬ 
ity  in  the  fundamental  habits  of  both  oral  and  silent  reading.  They 
have  made  notable  progress  in  habits  of  intelligent  interpretation 
and  in  reading  effectively  for  different  purposes.  They  have  ac¬ 
quired  strong  motives  for  reading,  and  they  have  developed  numer¬ 
ous  habits  and  skills  which  are  essential  in  the  effective  use  of  books, 
libraries,  and  sources  of  information.  By  virtue  of  such  accomplish¬ 
ments,  seventh-grade  pupils  enter  a  period  in  which  specific  reading 
attitudes,  habits,  and  tastes  should  be  rapidly  refined  and  perfected. 
The  ultimate  goal  is  to  secure  independence  and  efficiency  in  all 
school  and  life  activities  that  involve  reading. 

A  second  distinguishing  characteristic  of  the  period  is  emphasis 
on  conscious  learning.  In  the  primary  grades,  growth  in  ability  to 
read  begins  by  unconscious  imitation  of, the  teacher  and  by  follow¬ 
ing  her  directions.  In  the  fourth,  fifth,  and  sixth  grades,  the  habits 
thus  initiated  are  further  developed  through  wise  direction  and 
supervision.  In  the  junior  and  senior  high  schools,  skilful  direction 
is  continued  and  supplemented  by  simple  explanations  of  reading 
processes,  deliberate  study  by  the  pupils  of  their  awn  habits,  and 


25  Special  acknowledgment  is  due  to  S.  A.  Leonard  and  R.  L.  Lyman 
for  sections  of  this  chapter  and  for  numerous  constructive  criticisms  of 
the  chapter  as  a  whole. 
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further  extensive  practice  to  secure  improvement.26  A  reasonable 
survey  may  now  be  undertaken  with  the  pupils  of  the  causes  for, 
and  the  nature  of,  those  habits  and  skills  that  make  pupils  proficient 
in  various  reading  activities. 

Specific  aims.  The  specific  aims  of  reading  in  junior  and  senior 
high  schools  follow: 

To  extend  further  the  experiences  of  pupils  and  to  increase 
greatly  their  intellectual  apprehension.  Each  subject  studied  should 
require  wide  reading  of  books,  selections,  newspapers,  and  period¬ 
icals  that  contribute  to  a  broader  understanding  of  the  problems 
studied.26  Both  recreational  and  work-type  reading  should  be 
included. 

2.  To  promote  and  refine  reading  interests  and  tastes  which  will 
direct  and  inspire  the  present  and  future  life  of  the  reader  and 
provide  for  the  wholesome  use  of  leisure  time.26  Special  attention 
should  be  given  at  this  time  to  the  development  of  permanent  inter¬ 
est  in  current  events  and  of  the  habit  of  reading  periodicals  with 
speed  and  good  judgment.  It  is  equally  important  to  acquaint  pupils 
somewhat  thoroughly  with  the  sources  and  values  of  different  types 
of  reading  material  and  to  develop  standards  for  use  in  selecting 
materials  to  read. 

3.  To  promote  vigorously  on  all  occasions  habits  of  intelligent 
interpretation,  to  improve  and  refine  the  habits  that  are  involved 
in  reading  for  different  purposes,  and  to  stimulate  and  direct  keen 
critical  interpretations  of  what  is  read.  Reading  at  this  level  of 
advancement,  as  well  as  in  the  earlier  grades,  should  be  largely 
a  process  of  thinking  and  every  effort  must  be  made  to  inculcate 
effective  habits  while  reading. 

4.  To  provide  individual  or  group  instruction  in  the  fundamental 
habits  of  silent  and  oral  reading  whenever  the  need  for  it  exists. 

5.  To  improve  and  refine  habits  of  expressive  oral  reading,  par¬ 
ticularly  of  literary  and  dramatic  selections,  and  in  connection  with 
public  and  class  activities  that  require  it. 

6.  To  develop  a  high  degree  of  skill  in  the  use  of  books  and 
library  privileges,  and  to  make  rapid  progress  in  locating,  collecting, 
and  summarizing  printed  materials. 


26  For  parallel  and  supporting  statements,  see  pp.  31-32,  Reorganiza¬ 
tion  of  English  in  Secondary  Schools,  Bureau  of  Education  Bulletin,  No. 
2,  1917.  Washington:  Bureau  of  Education. 
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Essential  reading  activities.  In  order  to  accomplish  these  aims, 
six  types  of  reading  activities  should  be  provided  and  carefully 
directed.  They  are:  (a)  the  work  or  study  type  of  reading  in  prac¬ 
tically  all  subjects;  (b)  extensive  reading  of  assigned  or  suggested 
references  to  supplement  the  information  gained  from  intensive 
study  and  class  discussions;  (c)  group  recreational  reading  and 
enjoyment  of  selections  of  good  literature;  (d)  interpretative  oral 
reading  in  class  when  occasion  demands,  in  connection  with  public 
appearances,  and  in  the  enjoyment  of  literary  and  dramatic  selec¬ 
tions;  (e)  free  and  independent  reading  in  school  or  at  home  of 
current  events,  periodicals  and  books  and  selections  for  information 
or  pleasure;  and  (f)  group  or  individual  instruction  in  the  funda¬ 
mental  habits  of  silent  and  oral  reading  for  pupils  who  are  unable 
to  read  satisfactorily.  Each  of  these  types  of  reading  activities 
will  now  be  discussed  briefly.  C 

The  study,  or  work,  type  of  reading.  Experience  teaches  that  one 
of  the  major  contributing  causes  of  failure  in  junior  and  senior 
high  schools  is  the  inability  of  pupils  to  read  textbooks  with  skill 
and  intelligence.  The  recognition  of  this  fact  has  led  to  the  demand 
that  the  teacher  of  each  subject  understand  clearly  and  pass  on  to 
her  pupils  those  reading  and  study  habits  which  capable  workers 
in  the  respective  fields  must  possess.  Arrangements  have  been  made 
in  many  junior  high  schools  to  emphasize  systematically  in  English 
classes  various  important  habits27  of  silent  reading,  such  as  “varying 
the  rate  of  silent  reading  in  accordance  with  the  reader’s  purpose 
and  the  nature  of  the  selections,”  “looking  for  the  author’s  central 
idea  and  leading  divisions,”  “making  mental  reviews,  or  taking 
backward  looks  during  the  reading,”  “contributing  to  the  selection, 
or  reading  between  the  lines,”  and  “finding  special  information, 
or  locating  particular  passages.”  Such  training  should  be  supple¬ 
mented,  however,  by  instruction  in  habits  of  reading  and  study  that 
are  more  or  less  peculiar  to  given  subjects.  Three  examples  follow: 

1.  To  comprehend  a  principle  or  an  explanation,  such  as  a  state¬ 
ment  of  the  principle  of  refrigeration  in  a  general  science  text, 
or  the  explanation  given  in  a  civics  text  of  representation  in  the 
senate.  ' 

27  Howard  Copeland  Hill  and  Rollo  LaVerne  Lyman,  Reading  and 
Living,  Book  One,  pp.  x-xiii.  New  York:  Charles  Scribner’s  Sons,  1924. 

G.  A.  Yoakum,  The  Effect  of  a  Single  Reading.  University  of  Iowa 
Studies,  No.  77.  Iowa  City,  Iowa:  University  of  Iowa. 
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2.  To  understand  a  problem  to  be  solved  or  a  task  to  be  done, 
such  as  grasping  the  essential  conditions  of  a  mathematics  problem 
or  of  written  or  printed  assignments  in  science. 

3.  To  grasp  the  central  idea  in  textbook  material  which  is  new 
to  the  reader,  such  as  a  detailed  account  of  Burgoyne’s  Invasion 
in  a  history  assignment. 

As  new  problems  in  study  or  work-type  reading  are  encountered, 
teachers  should  instruct  pupils  in  the  steps  or  processes  which 
prove  most  effective.  For  example,  in  reading  a  mathematics  problem 
the  following  procedure28  may  be  recommended:  A  deliberate  first 
reading  in  order  to  determine  the  essential  conditions;  a  deliberate 
second  reading,  if  necessary,  to  understand  all  of  the  facts  and 
their  essential  relations ;  restating  in  one’s  own  words  what  is  given 
and  what  is  found;  recalling  related  processes  needed  for  the  solu¬ 
tion  of  the  problem;  and  a  final  rapid  reading  of  the  problem  to 
secure  the  figures  and  facts  that  must  be  used  in  making  the 
necessary  calculations.  Obviously,  instruction  concerning  such 
matters  and  the  necessary  practice  belong  in  mathematics  classes. 

Extensive  or  supplementary  reading.  The  reading  of  reference 
books,  periodicals,  and  newspapers  to  supplement  the  reading  of 
textbooks  is  now  considered  a  very  important  function  of  junior 
and  senior  high  schools.  This  type  of  reading  is  highly  important 
because  it  extends  the  experiences  of  pupils  far  beyond  the  limits 
of  class  discussions  and  intensive  reading  assignments.  It  quickens 
their  thinking  concerning  numerous  problems  in  a  given  field.  It 
intensifies  their  interest  in  such  problems  and  frequently  leads  to 
the  discovery  of  vocational  or  professional  interests.  In  the  field  of 
the  social  sciences,  extensive  reading  acquaints  pupils  with  many 
dominant  social  problems  and  tendencies  that  could  not  otherwise 
be  so  clearly  recognized.  Many  schools  encourage  extensive  reading 
by  providing  working  libraries  in  each  classroom  which  may  be 
used  freely  during  reading  or  study  periods. 

An  analysis  of  school  practises  in  making  supplementary  assign¬ 
ments  reveals  at  least  three  important  purposes  of  such  reading : 

1.  To  secure  definite  information  on  specific  points  assigned  or 
questions  asked,  as,  for  example,  reading  rapidly  a  chapter  of  Jane 


28  Paul  W.  Terry,  How  Numerals  Are  Read.  Supplementary  Educa- 
cational  Monographs,  No.  18.  Chicago:  Department  of  Education,  Uni¬ 
versity  of  Chicago,  1922. 
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Addams’  Twenty  Years  in  Hull  Home  to  find  answers  to  a  few 
assigned  questions. 

2.  To  find  new  or  additional  information  upon  a  topic  or  problem 
under  consideration,  as,  for  example,  reading  Enos  Mills’  The  Story 
of  a  Thousand-Year  Pine  to  secure  new  and  valuable  ideas  about 
the  preservation  of  forests. 

3.  To  secure  new  points  of  view  and  new  outlooks  upon  life,  as 
for  example,  the  reading  of  Hamlin  Garland’s  Son  of  the  Middle 
Border,  to  learn  of  pioneer  life  on  the  American  frontier  of  1850-70 ; 
or  the  reading  of  Ramona  to  learn  Helen  Hunt  Jackson’s  interpreta¬ 
tion  of  the  treatment  of  California  Indians. 

Every  teacher  who  leads  pupils  into  paralleling,  contrasting,  or 
enriching  intellectual  experiences  through  reading  books  or  selec¬ 
tions  outside  of  textbooks  should  appreciate  fully,  and  lead  her 
pupils  to  a  clear  understanding  of,  the  difference  between  extensive 
and  intensive  reading.  For  example,  in  contrast  to  the  technique 
employed  in  reading  a  mathematics  problem,  the  following  steps 
may  prove  effective  in  wide  reading  to  secure  new  points  of  view 
or  new  outlook  upon  life:  a  fluent  single  reading  largely  to  compre¬ 
hend  the  story;  finding  and  following  the  author’s  main  theme; 
comparing  and  contrasting  with  ideas  already  in  mind ;  estimating 
the  value  or  significance  of  statements;  possibly  a  slower  re-reading 
of  parts  which  seem  to  have  special  significance;  a  final  mental 
summary  of  main  contributions  and  supporting  data. 

The  reading  and  enjoyment  of  literature.  The  term  “literature” 
is  here  used  to  indicate  materials  which  are  characterized  by  their 
literary  excellence,  primarily  the  materials  of  the  literature  class. 
The  fact  is  clearly  recognized  that  texts  and  informational  reading 
books  are  different  in  kind,  both  as  to  form  and  as  to  content,  from 
belles  lettres.  The  point  of  view  is  taken  in  this  report  (Ch.  VI)  that 
reading  of  belles  lettres  at  the  junior-high-school  level  ought  tc 
depart  widely  from  analytical  study  and  to  provide  for  extensive 
reading  and  the  gaining  of  rich  experience.  In  this  connection 
extensive  library  assignments  and  wide  individual  reading  are 
essential.  The  junior  high  school  may  wisely  stress  the  value  of 
literature  as  experience  and  acquaint  pupils  with  the  sources  of 
interesting,  wholesome  reading  materials,  reserving  for  the  senior 
high  school,  and  still  better  for  the  university,  emphasis  on  literary 
or  artistic  values. 
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An  analysis  of  the  experience  of  junior-high-school  pupils  with 
“literature”  reveals  at  least  three  prominent  purposes  of  reading 
that  merit  careful  consideration  in  a  program  of  instruction.  In 
connection  with  each  pupils  should  be  trained  to  adopt  reading 
procedures  appropriate  to  each  situation. 

1.  To  read  rapidly  in  order  to  enjoy  the  action  and  events  of  a 
story,  as,  for  example,  Irving’s  Rip  Van  Winkle  or  Mark  Twain’s 
Huckleberry  Finn. 

2.  To  understand  and  interpret  characters,  as,  for  example,  the 
hero  in  Eliot’s  Silas  Marner  or  in  Browning’s  An  Incident  of  the 
French  Camp. 

3.  To  read  aloud  in  order  to  enjoy  certain  selections  more  fully, 
as,  for  example,  Browning’s  How  We  Brought  the  Good  News  or 
Riley’s  The  Circus-Day  Parade. 

The  purpose  and  procedure  in  teaching  literature  in  senior  high 
schools  are  very  similar  for  the  most  part  to  those  recommended 
by  junior  high  schools.  Brief  reference  is  made  here  to  some  of 
the  differences.  The  selections  which  are  read  in  senior  high  schools 
require  more  enrichment  through  a  clearer  realization  of  the 
author’s  purposes  and  of  the  times  and  conditions  under  which  they 
were  written.  Skilful  teaching  requires  restraint  and  an  artistic 
power  of  presentation  or  of  direction  in  study  by  the  teacher.  The 
books,  too,  require  of  the  reader  discovery  of  the  central  theme, 
purpose,  or  idea  of  the  whole.  This  does  not  mean,  however,  that  a 
long  or  wearisome  time  should  be  given  to  the  study  of  a  given  book. 
In  the  last  year  a  systematic  course  in  English  literature  is  appro¬ 
priate.  In  this  connection  students  who  plan  to  go  to  college  may  be 
given  an  introduction  to  literary  analysis.  The  fact  should  be  re¬ 
membered,  however,  that  the  chief  function  of  literature  is  to  enrich 
experience  and  to  contribute  to  a  fuller  understanding  of  life. 

Free  and  independent  reading.  Obviously,  the  ultimate  use  of 
reading  made  by  cultivated  and  skilled  people  is  the  perusal  of 
materials  which  fall  in  line  with  their  occupational  and  recreational 
interests.  Such  reading  may  be  characterized,  in  general,  by  the 
adjectives  free  and  independent.  Studies  of  popular  reading  of  this 
category  unfortunately  reveal  tastes  for  the  cheapest  of  insincere 
and  trivial  stories.  The  inability  or  unwillingness  of  most  adults 
to  enrich  their  minds  with  worthy  reading  is  proverbial.  While  it 
is  certain  that  the  junior  high  school  may  accomplish  much  by 
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intelligent  guidance  in  supplementary  reading,  it  is  increasingly 
evident  that  reasonably  guided  library  experience  ought  to  be  con¬ 
sidered  as  somewhat  apart  from,  and  in  addition  to,  the  reading 
experiences  that  are  commonly  associated  with  class  work. 

With  these  facts  in  mind,  progressive  schools  should  equip  them¬ 
selves  with  extensive  libraries  in  charge  of  trained  librarians  and 
should  devote  a  substantial  part  of  their  English  time  to  library 
reading.  They  should  also  organize  “reading  groups”  of  boys  and 
girls  of  similar  tastes  and  abilities,  which  are  supervised  by 
teachers  who  sympathetically  keep  in  touch  with,  and  direct  the 
reading  choices  of,  their  respective  groups.  Furthermore,  each 
teacher  of  a  content  subject  should  provide  pupils  with  lists  of 
interesting  books  in  their  respective  fields  and  should  stimulate 
interest  in  reading  them.  English  teachers  ought  to  make  a  special 
point  of  cultivating  interest  in,  and  intelligent  use  of,  newspapers 
and  periodicals  and  of  acquainting  pupils  with  the  sources  and 
values  of  various  types  of  reading  materials.  The  co-operation  of 
the  home  should  be  secured  in  developing  habits  of  independent 
reading. 

There  is  danger  that  schools  may  inaugurate  so  many  activities 
that  the  average  or  inferior  pupils,  overwhelmed  and  embarrassed, 
may  accomplish  nothing  well.  Every  effort  should  be  made  to  direct 
the  activities  of  such  pupils,  to  the  end  that  they  do  not  undertake 
too  much.  On  the  other  hand,  it  is  just  as  important  that  adequate 
provision  be  made  for  pupils  of  superior  ability,  who  are  too  often 
engaged  with  relatively  simple  assignments,  almost  never  exerting 
their  full  capacities.  All  junior-  and  senior-high-school  pupils  should 
be  directed  into  wisely  supervised  library  activities,  each  pupil 
developing  along  the  lines  of  his  greatest  interest  and  in  harmony 
with  his  capacity.  Very  wide  provision  for  the  unusually  capable 
pupils  is  quite  as  essential  in  a  program  of  instruction  as  the 
diagnostic  and  remedial  work  recommended  for  those  who  encounter 
serious  difficulties  in  reading. 

Expressive  oral  reading.  There  are  frequent  occasions  when  pupils 
should  read  aloud  to  others — for  example,  in  presenting  an  original 
report,  in  citing  evidence  in  support  of  a  view  expressed  in  class 
discussion,  or  in  participating  in  recreational  reading  of  literary 
selections,  particularly  poetry  and  drama.  Although  this  type  of 
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reading  is  far  less  important  than  intelligent  silent  reading,  the 
position  taken  in  this  report  is  that  pupils  should  be  trained  to 
read  to  others  effectively.  A  clear  distinction  should  be  made,  how¬ 
ever,  between  training  pupils  to  read  well  and  preparing  them  for 
expert  service  as  public  readers  or  elocutionists.  Only  a  relatively 
small  number  of  junior-  and  senior-high-school  pupils  have  the 
capacity  or  need  for  intensive  training  of  the  latter  type.  Further¬ 
more,  many  pupils  are  unable  to  attain  even  a  satisfactory  level 
of  accomplishment  without  the  expenditure  of  much  time  and 
energy.  Individual  differences  in  capacity  must  be  recognized  and 
the  requirements  modified  according  to  needs  and  accomplishments 
in  all  phases  of  school  work. 

Provision  for  the  direction  of  reading  activities.  Unless  a  program 
of  instruction  is  carefully  organized,  there  is  danger  that  there  will 
be  little  or  no  expert  direction  of  reading  activities  in  junior  and 
senior  high  schools.  At  the  risk  of  some  repetition,  the  discussion 
which  follows  describes  a  natural  division  of  such  responsibilities: 

Teachers  of  each  subject  that  requires  reading.  Each  teacher 
who  makes  reading  assignments  is  responsible  for  the  direction 
and  supervision  of  the  reading  and  study  activities  that  are  in¬ 
volved.  This  includes  careful  directions  concerning  the  preparation 
of  materials  assigned  to  be  read,  discussions  of  the  best  procedures 
to  follow  in  activities  that  involve  reading,  special  emphasis  on 
reading  and  study  habits  that  are  peculiar  to  a  given  subject,  con¬ 
tinuous  efforts  to  determine  the  accomplishments  and  difficulties  of 
pupils,  and  the  provision  of  help  for  the  pupils  who  need  it.  They 
should  also  provide  opportunities  for  extensive  reading  of  assigned 
or  suggested  references,  including  newspapers  and  periodicals,  and 
should  assume  responsibility  for  supervising  such  activities.  In  this 
connection  it  is  necessary  for  them  to  keep  in  touch  with  new 
reading  materials  in  their  fields  and  to  recommend  at  frequent 
intervals  that  appropriate  reading  materials  be  added  to  the  library 
collection. 

Teachers  of  each  subject  should  feel  responsible  for  supervising 
whatever  oral  reading  is  essential  in  the  activities  of  their  classes. 
Definite  preparation  should  be  required,  if  necessary,  and  high 
standards  of  performance  maintained.  In  connection  with  these 
activities,  each  teacher  should  make  continuous  studies  of  the 
reading  needs  of  the  members  of  her  classes  and  should  refer  pupils 
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who  are  noticeably  weak  in  silent  or  oral  reading  to  the  special 
teacher  of  reading,  to  whom  reference  will  be  made  later. 

In  organizing  classes  in  any  subject  in  which  a  large  amount 
of  reading  is  required,  the  fact  should  be  remembered  that  some 
pupils  read  much  more  rapidly  and  effectively  than  others.  Experi¬ 
ence  teaches  that  superior  pupils  do  far  more  work  in  a  given 
period  of  time  and  interpret  more  intelligently  and  critically  what 
they  read  than  do  normal  or  inferior  pupils.  It  is  essential,  there¬ 
fore,  that  provision  be  made  for  special  assignments  for,  and 
individual  work  with,  inferior  pupils  and  for  enriched  reading  ex¬ 
periences  for  superior  pupils. 

Teachers  of  literature.  Teachers  of  literature,  as  well  as  teachers 
of  other  subjects,  are  responsible  for  skilfully  directing  the  reading 
activities  of  pupils  in  their  classes.  This  includes  training  in  appro¬ 
priate  reading  procedures,  checking  the  accomplishments  and  needs 
of  pupils,  providing  group  and  individual  help  when  needed,  and 
referring  to  the  remedial  teacher  pupils  who  reveal  gross  defects 
in  fundamental  reading  habits.  Teachers  of  literature  are  peculiarly 
responsible  for  stimulating  keen  interest  in  recreational  reading, 
for  refining  reading  interests  and  tastes,  for  training  pupils  in  the 
sources  and  values  of  different  types  of  reading  material,  and  for 
developing  appropriate  standards  for  use  in  selecting  materials  to 
read.  Special  studies  should  be  made  of  newspapers  and  magazines 
and  continuous  effort  exerted  to  establish  the  habit  of  reading  them 
regularly  and  intelligently.  Furthermore,  teachers  of  literature,  par¬ 
ticularly  of  poetry  and  the  drama,  should  assume  responsibility  for 
the  improvement  of  habits  of  expressive  oral  reading  when  it  is 
essential  to  the  interpretation  and  enjoyment  of  the  selections  read. 

^  Special  teachers  of  reading.  All  junior  high  schools  and  most 
senior  high  schools  should  have  on  their  faculties  one  or  more 
expert  teachers  qualified  to  give  specific  training  in  habits  of 
silent  and  oral  reading.  Inventories  should  be  made  at  frequent 
intervals  of  the  reading  accomplishments  and  needs  of  pupils.  All 
who  fall  noticeably  below  the  sixth-grade  standards  should  be  given 
instruction  in  reading  during  a  special  training  period  ^until  a 
satisfactory  level  of  accomplishment  has  been  reached.  Furthermore, 
all  pupils  who  encounter  unusual  difficulties  in  reading  should  be 
referred  to  the  special  teacher  for  diagnosis  and  remedial  treatment. 
Unless  some  such  provision  is  made  for  correcting  fundamental 
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defects,  there  is  grave  danger  that  the  difficulties  which  these 
pupils  encounter  will  never  be  corrected  and  that  they  will  be 
seriously  handicapped  in  all  school  activities  that  require  reading. 

The  librarian.  The  librarian  is  responsible  first  of  all  for  provid¬ 
ing  the  books  and  selections  to  which  the  pupils  are  referred  in 
the  various  classes.  She  should  also  aid  the  members  of  the  faculty 
in  securing  new  books  relating  to  their  respective  fields  as  soon 
as  they  are  published.  She  should  keep  records  of  the  withdrawals 
of  books  by  individual  pupils  and  from  time  to  time  should  make 
studies  of  the  amount  and  character  of  their  reading.  The  informa¬ 
tion  secured  through  such  studies  should  be  referred  to  the  appro¬ 
priate  teachers  with  suggestions  concerning  types  of  material  in 
which  the  pupil  should  be  interested.  She  should  also  endeavor 
to  extend  the  reading  interests  of  these  pupils  by  acquainting  them 
with  new  and  interesting  books  and  to  modify  their  tastes  where 
such  changes  are  desirable  through  suggestions  offered  in  individual 
conferences.  Finally,  she  should  observe  continuously  the  reading 
habits  of  pupils,  make  specific  suggestions  to  individual  pupils, 
and  refer  to  the  reading  teacher  those  who  give  evidence  of  serious 
difficulties. 


CHAPTER  IV 

THE  DEVELOPMENT  OF  A  MEANINGFUL  VOCABULARY 
AND  OF  INDEPENDENCE  IN  WORD  RECOGNITION 

Purpose  of  this  chapter.  This  section  of  the  report  deals,  first, 
with  the  development  of  a  rich  meaning  vocabulary  and  the  initial 
association  of  spoken  words  with  their  written  symbols.  This  is 
followed  by  a  discussion  of  methods  of  word  analysis  and  of  the 
place  of  phonetic  analysis  in  word  recognition.  The  chapter  con¬ 
cludes  with  the  outline  of  a  program  embodying  the  principles 
and  practices  discussed.  The  relation  of  words  to  the  complete  read¬ 
ing  process  is  emphasized  throughout. 

The  place  of  word  recognition  in  the  reading  process.  The  reader 
must  recognize  words  and  must  fit  them  into  the  meaning  of  his 
text.  This  means  instantaneous  recognition  of  known  words  and 
groups  of  words  and  effective  habits  of  independent  attack  in 
dealing  with  unknown  words. 

Certain  facts  concerning  the  process  of  recognition  have  been 
clearly  established,  notably  by  the  experimental  work  of  Judd, 
Buswell,1  Gates,2  and  others.  For  example,  the  mere  “word  caller” 
is  not  a  good  reader  from  the  standpoint  of  comprehension.  Further¬ 
more,  the  reader  who  does  comprehend  effectively  usually  grasps 
words  and  groups  of  words  quickly ;  his  interpretation  of  the  thought 
is  not  interrupted  by  struggles  with  word  forms;  slight  cues  are 
sufficient  to  set  off  word  recognition.  To  the  “word  caller”  the  recog¬ 
nition  of  words  is  an  end  in  itself  and  is  often  accomplished  with 
little  or  no  regard  for  meaning;  to  the  good  reader  the  word  is  a 
symbol  through  which  he  grasps  meaning. 

The  pupil  who  has  word  difficulties,  either  of  meaning  or  of  pro¬ 
nunciation,  is  to  that  extent  handicapped  in  his  reading  possibilities. 
The  teacher  of  reading  in  every  grade  may  encounter  pupils  whose 
ability  in  word  recognition  varies  all  the  way  from  the  zero  limit 
of  the  beginner  to  the  skill  of  the  good  reader  whose  limitations  are 


1  Gray  Thomas  Buswell,  Fundamental  Reading  Habits:  A  Study  of 
Their  Development,  Ch.  III.  Supplementary  Education  Monographs,  No. 
21.  Chicago:  Department  of  Education,  University  of  Chicago,  1922. 

2  Arthur  I.  Gates,  The  Psychology  of  Reading  and  Spelling  with  Spe- 
ekd  Reference  to  Disability.  Teachers  College.  Contributions  to  Educa¬ 
tion,  No.  129.  New  York:  Teachers  College,  Columbia  University,  1922. 
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felt  only  in  certain  new  words  and  idioms  which  he  is  adding  to 
his  vocabulary.  Whatever  the  stage  of  development  of  the  individual 
pupil,  the  teacher  must  endeavor  to  improve  his  recognition  of 
words  as  symbols  of  meaning.3  He  must  learn  to  perceive  words 
accurately  and  to  recognize  them  quickly.  Because  of  its  greater 
importance,  attention  is  directed  first  to  the  problem  of  developing 
meaningful  association  with  words. 

Development  of  a  Rich  Meaning  Vocabulary 

Relation  of  vocabulary  to  total  reading  process.  In  all  assimilative 
reading,  grasp  of  content  depends  upon  the  associations  made  as  the 
words  are  seen.  When  associations  are  definite  and  numerous,  the 
results  are  rich;  when  associations  are  hazy  and  few  in  number 
the  results  are  vague.  Dewey4  says:  “To  grasp  ...  a  word  in  its 
meaning  is  to  perform  an  act  of  intelligent  selection  or  analysis.” 
Growth  in  reading  power  means,  therefore,  continuous  enriching 
and  enlarging  of  the  reading  vocabulary  and  increasing  clarity  of 
discrimination  in  appreciation  of  word  values.5 

Need  for  definite  vocabulary  training.  All  enrichment  of  expe¬ 
rience,  both  within  and  without  the  school,  has  a  direct  influence 
upon  the  reading  vocabulary.  Valuable  as  is  this  source  of  growth, 
the  school  must  supplement  it  with  very  definite  training  in  order 
to  insure  rapid  growth.  There  must  be  conscious  selection  of  expe¬ 
riences  which  are  valuable  for  pupils,  the  choice  of  words 
to  associate  with  these  experiences,  and  thorough  training  in  the 
use  of  this  vocabulary.  Provision  must  be  made  for  the  measure¬ 
ment  of  progress  and  for  individual  needs.  This  is  a  common  problem 
for  all  the  teachers  who  are  dealing  with  a  single  group  of  children 

3  S.  S.  Brooks,  Improving  Schools  by  Standardized  Tests:  pp.  146-147. 
Boston:  Houghton  Mifflin  Co.,  1922. 

Clarence  T.  Gray,  Deficiences  in  Reading  Ability,  Chapters  IV.  V 
VI,  XXII.  Boston:  D.  C.  Heath  and  Co.,  1922. 

4  John  Dewey,  How  We  Think.  P.  180.  Boston:  D.  C.  Heath  and  Co., 
1910. 

5  S.  H.  Clark,  Interpretation  of  the  Printed  Page.  Ch.  XIV.  Chicago : 
Row,  Peterson  and  Co.,  1915. 

J.  B.  Kerfoot,  How  to  Read.  Ch.  I.  Boston:  Houghton  Mifflin  Co.,  1916. 

Sterling  A.  Leonard,  Essential  Principles  of  Teaching  Reading  and 
Literature.  Ch.  VI.  Philadelphia:  J.  B.  Lippincott  Co.,  1922. 

Edward  L.  Thorndike,  “Reading  as  reasoning;  a  study  of  mistakes  in 
paragraph  reading.”  The  Journal,  of  Educational  Psychology ,  8  (June, 
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and  may  well  be  studied  in  all  schools  organized  upon  a  platoon  or 
departmental  basis.  Chapter  III  and  Chapter  V  discuss  vocabulary 
enrichment  for  the  younger  pupils  and  in  the  content  subjects  re¬ 
spectively. 

Vocabulary  training  must  consist  of  a  coherent,  progressive 
program  of  work,  based  upon  careful  studies  which  have  been  made 
and  which  lead  to  further  investigation.  In  many  schools  at  present 
it  is  a  haphazard  day-by-day  attack  on  new  words  without  regard 
to  the  relative  importance  of  words  or  to  the  laws  of  learning,  the 
use  of  which  leads  to  permanent  retention.  But  when  treated  intel¬ 
ligently,  the  right  type  of  training  reacts  upon  every  phase  of 
school  activity. 

Selection  of  vocabularies  for  training.  Frequency  of  occurrence 
is  one  measure  of  the  importance  of  a  word.6  The  frequency  may 
be  determined  from  general  reading  vocabularies,  such  as  those 
given  in  Chapter  VII  of  this  report  or  the  Thorndike  word  list,7  or 
from  the  reading  vocabularies  for  specific  grades  or  specific  sub¬ 
jects,  as  in  the  Winnetka  8  and  the  Pressey  9  studies.  Just  as  our 
teaching  of  spelling  has  been  improved  by  directing  attention  to  the 
words  most  frequently  needed  in  writing  vocabularies,  so  our  devel¬ 
opment  of  reading  vocabularies  will  be  strengthened  by  following  the 
same  principle  of  selection.  To  the  extent  that  teachers’  manuals 
make  use  of  this  principle,  they  are  safe  guides  to  follow  in  selecting 
words,  word  elements,  and  groups  of  words  for  drill  purposes.  So, 
too,  in  the  higher  grades  it  is  necessary  to  provide  experiences 
which  will  familiarize  pupils  with  the  meanings  of  the  specialized 
vocabularies  pertaining  to  the  given  subjects. 

The  relation  of  a  given  word  to  a  given  context  is  another 
measure  of  word  importance.  It  is  possible  for  a  specific  word  to 
need  extended  explanation  in  a  certain  connection  although  its 

6  F.  M.  McMurry,  How  to  Study.  Ch.  V.  Boston:  Houghton  Mifflin  Go., 
1909. 

7  E.  L.  Thorndike,  The  Teacher’s  V/ord  Book.  Teachers  College,  Colum¬ 
bia  University,  New  York  City,  1921. 

8  Mabel  Vogel,  Emma  Jaycox,  and  Carleton  W.  Washburn,  “A  basic 
list  of  phonics  for  Grades  I  and  II,”  Elementary  School  Journal,  23 
(February,  1923),  436-443. 

9  L.  C.  Pressey,  “An  investigation  of  the  technical  vocabularies  of  the 
school  subjects,”  Educational  Research  Bulletin  (April  30,  1924).  Colum¬ 
bus:  Ohio  State  University.  (Lists  from  Public  School  Publishing  Com¬ 
pany,  Bloomington,  Illinois.) 
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general  use  by  the  pupils  will  be  infrequent.  Care  should  be  taken, 
however,  that  unusual  words  which  influence  the  meaning  only 
slightly  do  not  receive  undue  attention.  The  general  maturity  of 
pupils  is  a  factor  to  consider  in  this  connection. 

Attention  to  vocabulary  when  dealing  with  context.  Both  the 
value  of  a  word  and  its  general  meaning  depend  upon  the  context 
in  which  it  is  found  and  the  purpose  with  which  the  context  is 
being  read.10  Interpretation  of  the  context  meaning  and  the  carrying 
out  of  the  specific  reading  purpose  both  involve  discussion  of  the 
text.  During  this  discussion  attention  to  the  vocabulary  of  the 
reading  material  occurs  naturally;  both  the  meaning  and  the  im¬ 
portance  of  individual  words  are  determined  by  their  relations  to 
the  total  situation.  Because  this  treatment  is  so  much  more  valuable, 
the  practice  of  listing  the  hard  words  of  a  lesson  and  drilling  upon 
them  is  rapidly  falling  into  disrepute. 

While  dealing  with  the  description  of  a  storm,  pupils  found  all 
words  and  expressions  which  referred  to  the  wind,  the  rain,  the 
thunder,  and  the  lightning.  Words  which  dealt  with  these  subjects 
were  recognized  readily,  although  many  of  them  would  have  been 
considered  hard  if  met  in  lists.  Comparison  of  the  Cratchit’s  celebra¬ 
tion  of  Christmas  with  our  own,  as  to  the  dinner,  the  games,  and 
other  festivities,  brought  ready  handling  of  the  vocabulary  involved. 

Whenever  the  study  of  a  character,  the  unraveling  of  a  complex 
situation,  or  the  appreciation  of  a  word  picture  forms  the  nucleus 
for  discussion,  attention  should  be  given  to  specific  words,  idioms, 
and  groups  of  words.* 11  An  excellent  use  of  synonyms  is  possible 
here,  by  having  a  pupil  ask  the  class  for  a  synonym,  or  synonymous 
expression,  for  an  unknown  word.  At  times,  an  illustrative  sentence 
may  clarify  the  meaning. 

Gradual  refinement  of  word  meaning.  Words  differ  greatly  among 
themselves  as  to  the  shades  of  meaning  which  they  convey  in  dif¬ 
ferent  contexts.  The  same  word  may  also  have  many  meanings.  The 
associations  with  a  given  word  may  vary  from  one  given  by  frequent 
or  striking  usage  to  those  which  are  made  very  occasionally.  The 

.  10  Edward  L.  Thorndike,  “Reading  as  reasoning:  a  study  of  mistakes 
m  paragraph  reading.”  The  Journal  of  Educational  Psychology,  8  (June, 
1917) • 

11  Clarence  R.  Stone,  Silent  and  Oral  Reading.  Pp.  193-203.  Boston* 
Houghton  Mifflin  Co.,  1922. 
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dictionary  definitions  are  applicable  to  the  word  under  varying  con¬ 
ditions  and  are  often  difficult  for  children  to  understand;  therefore, 
methods  must  be  found  to  strengthen  valuable  associations  in  less 
complex  ways  than  by  reference  to  definitions.  Exercises  which  call 
attention  to  words  of  opposite  meaning,  to  words  belonging  to  a 
common  classification,  or  to  words  having  related  meaning,  are 
valuable  in  this  connection.  In  some  texts  simplified  vocabularies 
are  arranged  in  alphabetical  order  as  little  dictionaries,  and 
synonyms  or  explanations  take  the  place  of  formal  definitions.  These 
should  be  referred  to  incidentally  in  clearing  up  meaning  difficulties. 
Eventually,  the  use  of  the  dictionary  will  be  taught  and  pupils 
trained  to  use  it  with  judgment  when  dealing  with  essential  words. 

The  idiomatic  use  of  certain  common  words  or  word  endings 
often  proves  puzzling  to  children.  Words  which  give  a  negative 
point  of  view  or  limit  the  thought  in  unexpected  ways  need  especial 
attention :  not  only,  if,  unless,  but  meaning  except  are  examples. 

Standards  for  judging  vocabulary  growth.  The  standard  tests 
devised  for  testing  pupils’  vocabularies  should  have  wider  use. 
For  an  account  of  them  see  Chapter  IX.  Informal  tests  should 
be  devised  by  the  teacher.  Children  should  learn  that  to  enlarge 
one’s  vocabulary  is  a  desirable  form  of  growth,  that  the  person 
with  a  large  vocabulary  for  ready  use  is  better  able  “to  command 
what  he  wants.” 

Initial  Association  of  Spoken  Words  With  Their 
Written  Symbols 

Presentation  of  words  to  beginners.  The  beginner  in  reading 
already  has  a  speaking  vocabulary  in  keeping  with  his  experiences. 
Chapter  III  stresses  the  need  for  rich  experiences  associated  with 
an  appropriate  vocabulary  before  the  reading  process  is  attempted. 
A  pupil  learns  to  read  by  learning  to  recognize  the  written  or 
printed  symbols  that  stand  for  the  spoken  words  which  he  knows. 
Early  work  in  reading  must  be  strongly  motivated,  so  that  it  seems 
worth  while  to  the  child  to  make  the  association  between  the  known 
spoken  word  and  its  unknown  symbol.  Skilful  teaching  must  provide 
much  repetition,  for  only  through  repeated  associations  of  meaning 
with  symbol  does  the  child  learn  the  unknown  symbol.  The  fact 
is  widely  recognized  that  the  early  lessons  must  deal  with  words 


80 


THE  TWENTY-FOURTH  YEARBOOK 


and  word  groups  as  units  until  the  meaningful  associations  have 
been  definitely  established.  Directness  of  association  between  the 
printed  symbol  and  the  appropriate  meaning,  as  well  as  pleasurable 
feeling,  assure  rich  returns  from  work  of  this  type. 

Marked  advance12  has  been  made  in  recent  years  in  discovering 
those  situations  in  the  young  child’s  experience  in  which  the  reading 
of  words  or  word  groups  will  be  of  greatest  interest  and  value. 
For  example,  action  words  are  connected  with  his  common  activities : 
run,  jump,  hop.  Color  words  are  used  to  label  crayon  boxes:  red, 
yellow,  blue.  Signs  are  made  for  his  projects:  grocery,  market,  street 
car.  Pictures  of  common  objects  are  associated  with  their  names: 
home,  chair,  dishes.  Labels  are  put  upon  objects  in  the  room: 
door,  desk,  picture. 

The  number  of  repetitions  needed  to  make  certain  the  recogni¬ 
tion  of  a  word  varies  with  the  intelligence  and  stage  of  development 
of  the  individual  child.13  The  present  tendency  to  test  children  early 
in  the  first  grade  and  to  group  them  according  to  the  results  of 
such  tests,  helps  the  teacher  to  know  what  to  expect  of  individual 
children.  The  habit  of  certainty  in  word  recognition  should  be  culti¬ 
vated  from  the  first.  The  frequent  recurrence  of  concrete  situations 
involving  the  use  of  given  words  or  groups  of  words  is  the  most 
valuable  basis  for  repetition.  New  words  which  are  to  be  mastered 
should  be  presented  to  children  who  learn  slowly,  only  as  rapidly 
as  they  can  learn  them  well.  With  such  children  incomplete  learning 
consisting  of  hazy  and  indefinite  associations  should  be  avoided. 

Wide  variation  exists  in  practice  as  to  the  number  of  words 
which  are  taught  in  this  way  before  children  begin  to  use  books. 
The  tendency  seems  to  be  toward  increasing  the  number  so  learned. 


12  Patty  Smith  Hill  and  others,  A  Conduct  Curriculum  for  the  Kinder¬ 
garten  and  First  Grade.  New  York:  Charles  Scribner’s  Sons,  1923. 

Annie  E.  Moore,  “The  Use  of  Children’s  Initiative  in  Beginning  Read¬ 
ing,”  Teachers  College  Record,  17  (Sept.,  1916)  pp.  330-343.  Teachers 
College,  Columbia  University,  New  York  City. 

Mary  E.  Pennell  and  Alice  M.  Cusack,  How  to  Teach  Reading.  Bos¬ 
ton:  Houghton  Mifflin  Co.,  1923. 

13  S.  S.  Brooks,  Improving  Schools  through  Standardized  Tests.  Pp. 
162-164,  191.  Boston:  Houghton  Mifflin  Co.,  1922. 

Samuel  Chester  Parker,  How  to  Teach  Beginning  Reading.  P.  4.  Bos¬ 
ton:  Ginn  and  Co. 

Emma  Watkins,  How  to  Teach  Silent  Reading  to  Beginners,  Chs.  IV 
and  V.  Philadelphia:  J.  B.  Lippincott  Co.,  1922. 
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A  low  estimate  is  fifty.  The  average  for  first-grade  classes  in  one 

city  is  about  eighty. 

Methods  of  Word  Analysis 

First  impression  of  printed  symbols.  The  discussion  thus  far  has 
related  to  the  development  of  meaningful  associations  with  printed 
symbols.  Attention  is  directed  next  to  more  detailed  processes  in¬ 
volved  in  word  recognition.  At  first,  the  child  gets  only  a  confused 
mass  of  sense  impressions  from  the  printed  page.  The  teacher 
should  realize  how  disorganized  these  impressions  are  and  should 
emphasize  significant  details  in  efforts  to  make  them  clear  and 
distinct.  Teachers’  manuals  usually  indicate  the  specific  words  and 
word  elements  to  which  attention  should  be  directed. 

As  the  known  details  increase  in  number,  the  mass  of  indistinct 
sense  impressions  becomes  an  orderly  arrangement  of  known  words 
and  groups  of  words.  This  is  clearly  shown  by  the  studies  of  eye- 
movement  which  reveal  numerous  “periods  of  confusion”  in  the 
early  reading  and  the  gradual  disappearance  of  word  difficulties 
later. 

Distinct  sense  impressions  essential.  Accuracy  in  the  perception 
of  words  depends  first  of  all  on  distinct  sense  impressions.  This 
distinctness  hinges  upon  sense  organs  being  in  normal  condition. 
Eye,  ear,  and  speech  defects  must  be  overcome  in  order  to  secure 
satisfactory  results.  Reading  difficulties  in  any  grade  may  be  due 
either  to  defective  sense  organs  or  to  inadequate  training  in  word 
recognition.  The  remedy  in  the  latter  case  lies  in  the  building  up  of  a 
carefully  selected  vocabulary  within  the  limits  of  the  pupil’s  ability. 

The  discovery  of  units  of  analysis.  The  word  is  a  natural  unit 
in  reading  because  pupils  are  using  words  constantly  to  express 
ideas  in  oral  language.  Smaller  units  of  analysis — sounds,  letters, 
syllables-^do  not  have  this  close  association  with  ideas.  Gradually, 
pupils  become  aware  of  likenesses  and  differences  in  the  written 
or  printed  words  which  they  are  learning.  These  likenesses  and 
differences  may  relate  either  to  sound  or  to  form.  Initial  sounds, 
notably  s,  f,  l,  or  rhyming  words,  catch  the  ear,  so  that  the  child 
says :  “Sit  sounds  like  sing,  hen  sounds  like  pen .”  Or  capital  letters 
catch  the  eye  and  the  child  says:  “I  know  Jack  when  I  see  this,” 
pointing  to  the  J.  The  teacher  takes  advantage  of  this  awareness 
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of  similarities  and  differences  and  builds  upon  it.  An  intelligent 
pupil  finds  real  joy  in  applying  the  newly  discovered  units  when 
meeting  unknown  words. 

Strangely  enough,  maturity  in  reading  seems  to  reverse  this 
process.  Practice  in  associating  known  words  with  the  process  of 
interpretation,  which  is  true  reading,  increases  ability  to  get  words 
from  the  context  and  to  perceive  groups  of  words.  Slight  cues 
eventually  suffice  to  connect  the  printed  page  with  the  flow  of 
thought.  As  Huey  says :  “Indeed,  hundreds  of  phrases  and  sentences 
have  occurred  so  often  in  our  speech  that  they  have  a  place  in 
mind  as  specific  memory-wholes;  and  as  slight  a  glimpse  is  needed 
to  start  the  recognition  of  these  as  when  the  tap  of  a  cane  suffices 
to  announce  the  approach  of  our  grandfather.”14 

The  earlier  studies  of  perception  in  reading  were  made  with 
adults  by  means  of  the  tachistoscope.  Only  recently  have  research 
workers15  turned  their  attention  to  perception  in  reading  as  related 
to  the  beginner  and  to  remedial  cases.  Both  of  these  are  promising 
fields  and  the  results  will  undoubtedly  give  certainty  to  our  methods 
of  teaching  by  settling  on  a  scientific  basis  controversial  points 
which  are  at  present  argued  on  a  basis  of  opinion  and  of  limited 
experience. 

Analysis  by  visual  likenesses  and  differences.  This  method  is  more 
valuable  than  many  teachers  realize.  It  is  used  when  a  pupil  is  asked 
to  match  words  and  groups  of  words  or  to  distinguish  between  words 
which  look  very  nearly  alike.  Teachers  often  note  that  recognition  of 
words  is  influenced  by  their  relative  length,  their  general  shape, 


14  Edmund  B.  Huey,  The  Psychology  and  Pedagogy  of  Reading.  P.  143. 
New  York:  Macmillan  Co.,  1908. 

15  Guy  Thomas  Buswell,  Fundamental  Reading  Habits :  A  Study  of 
Their  Development.  Ch.  III.  Supplementary  Educational  Monographs, 
No.  21.  Chicago:  Department  of  Education,  University  of  Chicago,  1922. 

Arthur  I.  Gates,  The  Psychology  of  Reading  and  Spelling  with  Special 
Reference  to  Disability.  Teachers  College  Contributions  to  Education 
No.  129.  New  York:  Teachers  College,  Columbia  University,  1922 
.  Arthur  I.  Gates  and  Eloise  Becker,  “A  study  of  initial  stages  in  read¬ 
ing  by  preschool  children,”  Teachers  College  Record,  24  (Nov.,  1923), 
469-488.  y 

Leta  Hollingworth,  Special  Talents  and  Defects.  Pp.  58-61  New  York- 
Macmillan  Co.,  1923. 


16  Arthur  I.  Gates, .  The  Psychology  of  Reading  and  Spelling  with  Spe¬ 
cial  Reference  to  Disability.  Ch.  V.  Teachers  College  Contributions  to 
Ration,  No.  129.  New  York:  Teachers  College,  Columbia  University, 

\\j  uu i* 


DEVELOPMENT  OF.  A  VOCABULARY 


63 


and  the  dominating  letters  which  they  contain.  The  work  of  Gates16 
shows  that  “ability  to  perceive  clearly  the  characteristic  features 
of  words”  is  an  important  factor  in  good  reading.  Just  what  this 
ability  is  and  how  it  is  to  be  trained  we  are  not  certain.  Periods 
of  confusion  in  eye-movements  indicate  that  the  eye  is  evidently 
seeking  for  familiar  elements  in  the  word.17  Not  all  of  the  parts 
need  to  be  known.  From  those  which  are  known  and  the  ideas 
gained  through  a  study  of  the  context,  the  pupil  builds  up  the 
word  whole. 

Recognition  of  larger  wholes  in  polysyllabic  words.  The  larger 
the  known  whole  which  the  eye  perceives,  the  more  economical  is  the 
attack,  provided  the  unit  which  is  perceived  has  an  integral  relation 
to  the  word  under  survey:  to  see  basket  in  basketfuls  or  consider 
in  consideration  would  be  better  than  to  see  bask  in  basketfuls  or 
side  in  consideration.  Unless  the  words  basket  and  consider  were 
in  the  pupil’s  reading  vocabulary,  the  longer  words  would  not  be 
analyzed.  Flash  drills  following  detailed  analysis  help  in  developing 
independence  in  the  recognition  of  the  larger  whole. 

Recognition  of  common  groups  of  words.  Economy  in  word  recog¬ 
nition  is  not  reached  until  the  reader  habitually  sees  words  in 
groups.  This  ability  comes  to  the  good  reader  without  special  train¬ 
ing,  but  training  is  essential  for  the  average  and  the  slow  readers. 
Flash  phrasing  should  not  deal  with  words  when  a  pupil  has  reached 
the  stage  where  the  eye  is  reaching  ahead  for  longer  units.  Drills 
on  groups  of  words  are  provided  with  flash  cards  and  by  manuals 
which  accompany  most  modern  primary  readers.  With  older  pupils 
exercises  may  be  given  in  dividing  reading  material  into  thought 
groups,  in  underlining  well-known  groups  of  words,  and  in  select¬ 
ing  groups  of  words  which  are  important  from  the  standpoint  of 
meaning. 

Selection  of  elements  for  drill.  Just  as  the  modern  attack  upon  a 
word  comes  first  in  context,  so  words  for  drill  are  selected  after  the 
need  for  it  on  a  given  word  is  evident.  Three  factors  determine  the 
selection  of  words  for  drill:  (a)  frequent  need  for  the  word  in  daily 


17  Edmund  B.  Huey,  The  Psychology  and  Pedagogy  of  Reading.  Ch. 
IV.  New  York:  Macmillan  Co.,  1908. 

Charles  H.  Judd,  Reading:  Its  Nature  and  Development.  Pp.  112-113. 
Supplementary  Educational  Monographs,  Vol.  II,  No.  4.  Chicago:  De¬ 
partment  of  Education,  University  of  Chicago,  1918. 
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reading  activities,  (b)  the  difficulties  which  given  words  present  to 
individual  pupils,  and  (c)  the  economy  with  which  words  related 
because  of  striking  similarities  or  differences  may  be  given.  There 
is  no  excuse  for  drilling  upon  a  word  which  pupils  seldom  meet  or 
one  which  they  know  without  hesitation.  Analysis  should  be  subordi¬ 
nated  to  the  recognition  of  the  word  as  a  whole.  It  is  wasteful  to 
see  words  in  parts  except  when  analysis  is  necessary  for  recogni¬ 
tion;  the  word  whole  must  be  recognized  again  and  again  after 
analysis  has  taken  place.  To  continue  analyzing  the  same  word  is 
futile.18 

Decisions  as  to  the  immediate  importance  of  a  given  word  for 
individual  pupils  or  a  class  rest  with  the  teacher.  She  must  be  cer¬ 
tain  that  time  and  energy  are  directed  to  essentials.  No  haphazard 
selection  will  produce  results;  necessary  studies  should  be  made  to 
determine  the  frequency  in  the  pupils’  reading  experience  of  words 
causing  difficulty.  The  teacher  should  make  use  of  the  studies  re¬ 
ported  in  Chapter  VII  and  Chapter  X  in  this  connection. 

The  technique  of  drill.  Modern  psychology  has  discovered  very 
definite  laws  for  acquiring  habits.19  All  drills  should  be  given  in 
harmony  with  these  laws.  Parker  summarizes  the  principles  of 
effective  drill  as  follows: 

1.  Only  correct  practice  makes  perfect;  therefore, 

a.  Delay  drill  until  a  correct  start  is  assured. 

b.  Always  subordinate  speed  to  accuracy. 

2.  Avoid  wasting  time  on  non-essential  and  accessory  processes. 

3.  Secure  zeal,  interest,  and  concentration  of  attention  with  short, 
snappy,  interesting,  and  varied  drill. 

4.  Use  ready-made  drill  systems. 

5.  Continue  drill  until  automatic  responses  are  secured. 

Fatigue  develops  rapidly  in  drill  periods  because  of  the  strain  of 


18  Arthur  I.  Gates,  The  Psychology  of  Reading  and  Spelling  with  Spe¬ 
cial  Reference  to  Disability.  Pp.  20-48,  89-91.  Teachers  College.  Con¬ 
tributions  to  Education,  No.  129.  New  York:  Teachers  College,  Colum¬ 
bia  University,  1922. 

19  Samuel  Chester  Parker,  General  Methods  of  Teaching  in  Elemen¬ 
tary  Schools.  Pp.  247-268.  Boston:  Ginn  and  Co. 

Mary  E.  Pennell  and  Alice  M.  Cusack,  How  to  Teach  Reading.  Bos¬ 
ton:  Houghton  Mifflin  Co.,  1923. 

Arthur  I.  Gates,  Psychology  for  Students  of  Education,  Ch.  X.  New 
York:  Macmillan  Co.,  1923. 

Frances  Jenkins,  Reading  in  the  Primary  Grades,  Ch.  IV.  Boston: 
Houghton  Mifflin  Co.,  1914. 

'William  Henry  Pyle,  Psychological  Principles  Applied  to  Teaching. 
Baltimore:  Warwick  and  York,  Inc.,  1924. 
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concentration.  A  maximal  length  of  ten  minutes  for  drill  periods 
is  therefore  recommended. 

Training  in  economical  habits  of  attack  on  words.  Emphasis  on 
motivation  and  thought-getting  may  blind  the  eyes  of  some  teachers 
to  the  necessity  of  training  pupils  in  economical  habits  of  word 
attack.  As  a  result,  ineffective  habits  may  be  developed.  The  present 
emphasis  upon  silent  reading  makes  necessary  a  word  of  warning 
here.  Unless  there  is  constant  checking  of  the  thought  obtained, 
some  rapid  readers  may  get  into  the  habit  of  skipping  unknown 
words  or  of  giving  them  almost  any  meaning  in  order  to  proceed 
with  the  reading.  An  unknown  word  presents  a  challenge;  children 
should  be  trained  to  respond  effectively  to  that  challenge  when  the 
word  is  important. 

The  complex  nature  of  reading  habits  should  lead  to  careful  bal¬ 
ancing  of  one  habit  against  another.  For  example,  care  should  be 
taken  that  the  habit  of  discovering  known  parts  in  the  middle  or 
at  the  end  of  words  does  not  interfere  with  the  habit  of  attacking 
the  word  at  the  beginning  and  working  through  to  the  end. 

The  teacher  should  be  certain  that  the  following  habits  are  well 
established :  { 

1.  The  habit  of  attacking  an  unknown  word  and  working  it  out 

'  independently. 

2.  The  habit  of  trying  to  fit  a  word  into  the  context. 

3.  The  habit  of  seeing  a  word  as  a  unit  made  up  of  known  parts. 

4.  The  habit  of  using  tools  gained  in  training  in  analysis. 

Clear  perception  of  known  word  groups  by  means  of  rapid  eye- 
movements  and  brief  fixation  periods,  the  whole  being  subordinated 
to  thought  mastery,  is  the  final  end  to  be  attained.  The  unknown 
word  will  always  be  met,  with  greater  or  less  frequency,  during  the 
process.  To  recognize  that  it  is  unknown  is  essential.  To  have  such 
habits  of  attack  that  its  recognition  is  mastered  economically  will 
give  the  reader  the  needed  independence  in  the  handling  of  words. 
Valuable  as  are  the  methods  of  analysis  that  have  been  described, 
they  are  supplemented  in  most  schools  by  the  use  of  phonetics.  At¬ 
tention  is  therefore  directed  next  to  a  discussion  of  the  place  of 
phonetics  in  word  recognition. 

The  Place  of  Phonetic  Analysis  in  Word  Recognition 

Controversial  questions.  Conflicting  opinions  regarding  the  place 
of  phonetic  training  have  prevailed  for  many  years.  The  main  con- 
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troversy  is:  should  phonetic  training  hold  a  place  of  primary  or  sec« 
ondary  importance  in  the  teaching  of  reading?  Certain  claims  and 
assumptions  are  made  which  need  careful  examination.  To  help 
clarify  these  issues  a  few  such  points  will  be  mentioned  briefly. 

1.  The  value  of  definite  phonetic  methods  is  magnified 
when  compared  with  the  results  of  poorly  organized  teach¬ 
ing. 

2.  Unsupported  claims  are  made  as  to  superiority  of  one 
phonetic  method  over  another. 

3.  The  assumption  is  made  that,  since  a  word  is  com¬ 
posed  of  phonetic  elements,  it  can  be  taught  most  easily 
through  phonetics. 

4.  Untrained  administrators  can  see  results  in  word 
calling,  even  when  they  do  not  understand  the  complexities 
of  the  reading  process. 

5.  Untrained  teachers  can  be  trained  more  easily  to 
teach  word-calling  than  to  teach  thought-getting. 

6.  The  commercial  aspect  unfortunately  at  times  seems 
to  overshadow  the  educational. 

There  is  abundant  evidence  that  phonetic  training  has  some 
values.  Controlled  experiments  will  make  these  values  clear.  As¬ 
sumptions  which  cannot  be  supported,  in  time,  with  clear  evidence, 
should  disappear  from  professional  discussion. 

Present  status  of  scientific  investigations.  A  comprehensive  re¬ 
port  covering  such  investigations  as  have  been  published  in  this 
field  has  recently  been  prepared  by  William  S.  Gray.  Attention  is 
called  in  the  report  to  the  fact  that  many  of  the  results  of  these 
studies  are  unreliable  because  the  conditions  under  which  the  ex¬ 
periments  were  conducted  were  not  controlled.  Therefore,  differ¬ 
ences  in  the  results  are  frequently  due  to  differences  in  the  capacity 
of  pupils  to  learn,  in  the  skill  of  teachers  or  in  other  varying  condi¬ 
tions. 

The  need  of  developing  effective  habits  of  word  recognition  is 
shown  in  studies  reported  by  Judd,20  Buswell,21  and  Gates.22  Unless 

20  Charles  H.  Judd,  Reading:  Its  Nature  and  Development,  pp.  58-65. 
Supplementary  Educational  Monographs,  Yol.  II,  No.  4.  Chicago:  De¬ 
partment  of  Education,  University  of  Chicago,  1918. 

21  Guy  Thomas  Buswell,  Fundamental  Reading  Habits :  A  Study  o) 

Their  Development.  Chapters  1  and  3.  Supplementary  Educational  Mono¬ 
graphs,  No.  21.  Chicago:  Department  of  Education,  University  of 
Chicago,  1922.  , 

22  Arthur  I.  Gates,  The  Psychology  of  Reading  and  Spelling  with 
Special  Reference  to  Disability.  Chs.  V.  and  VI.  Teachers  College.  Con¬ 
tributions  to  Education,  No.  129,  New  York:  Teachers  College,  Colum¬ 
bia  University,  1922. 


DEVELOPMENT  OF  A  VOCABULARY 


87 


such  habits  are  developed,  the  reader  is  seriously  handicapped  when 
meeting  unknown  words.  Phonetic  analysis  is  one  type  of  training 
which  builds  up  desirable  habits. 

Children  differ  in  their  reaction  to  phonetic  training.  Some  ac¬ 
quire  independence  in  word  recognition  with  little  or  no  formal 
training.  Other  children  need  a  larger  amount  of  training  to  render 
them  independent.  Still  others  are  more  or  less  helpless  even  after 
they  have  had  considerable  training.  The  lesson  which  these  facts 
teach  is  that  phonetic  training  should  be  provided  according  to  the 
needs  of  individual  pupils.  Tests  are  needed  which  will  aid  teaehers 
in  determining  the  amount  and  kind  of  training  that  individual 
pupils  need  in  order  to  render  them  independent  in  word  recognition. 

Needed  scientific  investigations  in  the  field  of  phonetics  have  been 
summarized  as  follows: 

A  comprehensive  study  of  the  frequency  of  occurrence  of  all  im¬ 
portant  phonetic  elements  and  of  the  various  combinations  in  which 
they  occur,  based  on  a  word  list  which  shows  the  frequency  of 
words  in  common  use  in  primary  reading  materials;  the  difficulties 
presented  in  teaching  various  elements ;  the  relative  merits  of  differ¬ 
ent  elements  and  combinations  in  unlocking  words;  the  time  at 
which  different  elements  and  combinations  of  elements  should  be 
introduced;  the  amount  of  training  which  different  types  of  pupils 
need;  conditions  under  which  training  can  be  introduced  to  best 
advantage;  the  methods  most  effective  in  group  instruction  and 
with  different  types  of  individuals. 

A  study  of  present  tendencies.  The  selection  of  phonetic  elements 
upon  the  basis  of  children’s  needs  is  a  problem  for  each  community. 
The  most  common  practice  is  to  use  a  basic  series  of  readers,  limit¬ 
ing  the  phonetic  training  to  the  lists  given  in  the  accompanying 
manual.  A  more  recent  tendency23  is  to  analyze  the  total  reading 
experiences  of  the  children  and  to  discover  the  most  needed  elements 
as  shown  by  their  frequencies.  Until  more  scientific  analyses  can 
be  obtained,  the  method  of  consensus  of  opinion  may  be  of  help. 
The  following  summary  of  a  study24  showing  general  tendencies  is 
presented  as  the  most  comprehensive  in  this  field. 

23  Mabel  Vogel,  Emma  Jaycox  and  Carleton  W.  Washburne,  “A  basic 
list  of  phonics  for  Grades  I  and  II.”  Elementary  School  Journal,  23 
(February,  1923),  pp.  436-443. 

24  Mabel  Lueile  Ducker,  The  Present  Status  of  the  Teaching  of  Phon¬ 
ics  as  Shown  by  an  Analysis  of  Eighteen  Reading  Manuals.  Unpub¬ 
lished  Master’s  thesis,  Department  of  Education,  University  of  Chicago. 
1920. 
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The  investigation  consists  of  an  analysis  of  eighteen  well-known, 
tvidely-used  reading  manuals  published  since  1900.  The  analysis 
was  made  in  order  to  determine  the  essential  features  of  the  pho¬ 
netic  training  included  in  a  majority  of  the  manuals. 

GENERAL  CONCLUSIONS 

I.  Phonics  aim  principally  to  train  in  the  mechanics  of  reading.  By 
mechanics  of  reading  we  mean  independent  power  over  word  problems 
gained  through  automatic  association  of  sound  and  symbol  and  used  for 
the  purpose  of  interpreting  the  meaning  of  the  printed  page. 

II.  Only  a  few  systems  give  no  preliminary  training  before  beginning 
formal  phonic  work. 

III.  A  large  majority  of  phonic  systems  postpone  the  time  for  begin¬ 
ning  formal  phonics.  The  time  varies  widely  from  a  few  days  to  a 
month,  or  until  the  children  have  acquired  a  fifty  or  sixty  sight-word 
vocabulary. 

IV.  A  large  majority  of  phonic  systems  employ  the  analytic-synthetic 
method.  They  start  with  analysis  of  familiar  words  taken  from  sight 
vocabularies. 

Most  of  the  manuals  do  not  introduce  diacritical  marks  until  the 
third  or  fourth  grade  is  reached,  where  the  children  are  taught  to  use 
the  dictionary. 

V.  The  elements  common  in  two-thirds  of  the  phonic  systems  are: 

1.  The  single  consonants: 

b,  f,  h,  l,  m,  8,  t,  hard  g,  p,  d,  w,  hard  e,  k,  j,  n,  and  r,  which 
are  introduced  in  the  primer  work. 

Y  and  v,  introduced  in  primer  or  first-reader  work. 

2.  The  compound  consonants: 

sh,  wh,  eh,  which  are  introduced  in  the  primer  work. 
th,  introduced  in  first-reader  work. 

8.  The  long  and  short  vowel  sounds  are  introduced  either  in  primer 
or  first-reader  words. 

The  following  common  vowel  combinations  tend  to  be  intro¬ 
duced  during  first-reader  phonics:  ea,  ee,  ay,  at,  oa,  aw,  ir,  oy, 
ow,  oil,  &o. 

There  is  a  tendency  to  teach  vowel  sounds  in  phonogram  word 
endings  rather  than  as  separate  phonic  elements. 

4.  Silent  letters  tend  to  be  introduced  farther  along  in  the  work 

rather  than  in  beginning  phonic  work. 

5.  The  phonograms  or  monosyllabic  word  endings  used  in  ward 

series  are: 
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A: 

Introduced 
in  primer 
work 


'  at 
ill 
ack 
all 
an 
.  en 
and 
ell 
in 
og 
k un 


6.  The  suffixes: 


'  ed 

ow 

ear 

ent 

uck 

eat 

ig 

um 

oy 

B: 

ind 

ad 

ump 

ing 

air 

up 

Introduced 

op 

op 

ide 

in  first  or 
second 

ut 

ate 

ite 

ail 

eed 

one 

reader 

ake 

ine 

ust 

phonics 

eat 

ong 

ight 

es 

ook 

ish 

et 

ain 

eon 

ick 

are 

ace 

.  old 

aw 

-ing,  -er,  and  -e,  introduced  in  primer  work;  -ed,  introduced 
more  often  in  first-reader  work. 


Summary  Critique  of  Certain  Undesirable  Practices  in 
Phonetic  Training 

Phonetics  badly  taught  may  do  more  harm  than  good.  Much  of  the 
current  work  in  phonics  has  little  to  commend  itself  and  much 
that  might  well  be  amended.  Without  delay  pending  further  experi¬ 
mental  evidence,  the  committee  has  summarized  the  points  of  criti¬ 
cism  upon  which  all  members  are  agreed: 

I.  Objections  to  the  teaching  of  phonetics  are  based  on  poor  teach¬ 
ing  methods.  Failure  to  recognize  that  phonetic  training  is  merely  an 
aid  to  independent  reading,  rather  than  an  end  in  itself,  has  led  to 
much  negative  criticism. 

II.  Overemphasis  on  phonic  analysis  and  mere  word  recognition 
encourages  the  development  of  “word-callers.”  This  prevents  the 
forming  of  correct  attitudes  of  thoughtful  appreciation.  Overem¬ 
phasis  also  leads  to  over-learning;  one  never  knows  when  desirable 
standards  are  reached.  This  results  in  great  waste  of  time  and 
effort.  Overemphasis  frequently  results  from  the  assumption  that 
the  phonetic  attack  is  the  only  method  of  analysis  which  should  be 
used.  As  a  result,  little  or  no  training  is  given  in  other  methods  of 
word  recognition. 

III.  The  premature  introduction  of  phonetic  training  and  the 
over-systematic  early  work  frequently  crowd  out  varied  activities 
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needed  for  the  all-round  development  of  little  children.  Artificial 
means  of  holding  attention  must  be  used,  as  young  children  are  not 
interested  in  the  refinements  of  analysis.  This  premature  emphasis 
leads  to  lack  of  systematic  work  later  when  the  children  are  capable 
of  more  intensive  training.  The  second  and  third  grades  are  the 
period  in  which  such  training  should  be  given. 

IV.  Failure  to  relate  phonetic  training  to  actual  reading  situa¬ 
tions  is  a  serious  fault.  Words  are  introduced  for  phonetic  drill 
without  regard  to  reading  vocabularies. 

V.  Neglect  of  individual  needs  results  in  the  same  amount  of 
training  for  all  pupils.  This  provides,  as  a  rule,  too  much  for  bright 
pupils  and  too  little  for  those  who  learn  slowly.  The  diagnostic  and 
remedial  attitude  should  be  taken  throughout.  Each  child’s  needs 
should  be  discovered  and  met.  The  test  should  be  the  ability  of  the 
individual  pupil  to  use  phonetics  independently  and  successfully  in 
attacks  on  unknown  words  which  he  encounters  in  his  reading. 

VI.  Standards  for  planning  phonetic  training.  Pending  the  settle¬ 
ment  of  controversial  points  by  scientific  investigations,  certain  pro¬ 
cedures  should  be  carried  out  in  every  school  system. 

1.  A  definite  system  of  training  in  phonetics  should  be  adopted, 
this  system  to  be  carefully  related  to  a  rich  reading  program.  The 
system  should  stress  the  functional  use  of  phonetic  elements  in 
reading  situations.  The  use  of  phonetic  training  in  such  situations 
should  not  interfere  with  thought-getting.  Teachers  should  be 
trained  to  consider  this  system  as  a  source  of  help  to  be  used 
rationally. 

2.  No  separate  work  in  phonetics  should  be  done  until  the  child 
has  established  the  habit  of  thought-getting,  has  a  reasonable  stock 
of  sight  words,  and  has  begun  to  note  freely  gross  similarities  and 
differences  in  words. 

3.  All  early  work  in  phonetics  should  be  very  simple;  it  should 

deal  with  common  familiar  words  and  with  phonetic  elements  needed 
by  the  children.  ' 

4.  All  phonetic  training  should  deal  with  words  as  units,  atten¬ 
tion  to  elements  should  be  secured  by  covering  or  underlining  parts 
of  the  word.  Whether  the  stress  is  on  the  initial  or  the  final  blend 
will  depend  upon  the  part  giving  the  child  difficulty. 
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5.  The  phonetic  elements  taught  should  be  in  accordance  with  the 
best  known  scholarship  in  the  field  of  phonetics. 

6.  The  habits  taught  should  lead  to  accurate  pronunciation  and 
enunciation  as  well  as  ready  recognition. 

7.  Reasonable  results  should  be  required.  They  should  be  deter¬ 
mined  by  the  children's  knowledge  of  a  minimal  number  of  phonetic 
elements  and  by  their  use  of  these  elements  in  actual  reading  situa¬ 
tions. 


A  Suggested  Program  of  Instruction  for  Developing  a 
Meaningful  Vocabulary  and  Independence  in 
Word  Recognition 

First  Grade 

I.  Steps  in  Developing  a  Meaning  Vocabulary 

1.  Wide  extension  of  experience,  with  care  that  new  words  are 
learned  which  fit  these  experiences. 

2.  Opportunity  for  repetition  of  new  words  in  connection  with 
additional  interesting  experiences. 

3-_  Special  care  to  use  early  the  vocabulary  of  the  primer  in  con¬ 
nection  with  discussions  of  pictures,  games,  and  other  activities. 

4.  Observations  by  the  teacher  to  determine  vague  expressions  for 
which  definite  vocabulary  should  be  substituted. 

5.  The  elimination  of  difficulties  as  children  attempt  to  use  new 
words. 

IL  Steps  in  Developing  Accuracy  in  Word  Recognition 

1.  Teaching  as  sight  words  a  preliminary  list  of  words  already 
in  the  speaking  vocabulary  of  the  children. 

2.  Noting  the  gross  similarities  and  differences  in  the  form  and 
sound  of  the  words  in  the  preliminary  list  to  which  children  give 
spontaneous  attention. 

3.  Introducing  the  use  of  a  book  when  pupils  have  learned  to 
think  of  reading  as  thought-getting  and  have  a  sufficient  reading 
vocabulary  to  attack  simple  stories  with  confidence. 

#  4.  Beginning  work  in  phonetics  when  pupils  notice  freely  gross 
similarities  and  differences  in  the  form  and  sounds  of  words.  This 
usually  occurs  a  few  weeks  after  books  are  introduced. 

5.  Introducing  definite  work  in  phonetics,  with  special  attention 
to  individual  needs  as  early  as  these  can  be  discovered.  Through  this 
work  pupils  should  master  the  phonetic  assignment  of  the  grade. 
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6.  Attending  early  to  words  with  which  children  encounter  diffi¬ 
culty  in  pronunciation  and  enunciation  and  to  other  inaccurate 
speech  habits. 

7.  Discovering  early  the  pupils  who  need  to  work  more  slowly 
or  more  rapidly  than  others. 

III.  i Suggestions  for  Training  in  the  Independent  Use  of  Habits  of 

Recognition 

1.  Train  children  to  attack  the  lesson  with  questions  in  mind 
after  looking  at  the  pictures. 

2.  Limit  attention  at  first  to  a  single  line  or  sentence  by  use  of 
marker. 

3.  Learn  the  different  ways  in  which  children  may  attack  each 
word. 

4.  Tell  at  once  the  word  or  words  which  you  do  not  expect  any 
ehild  to  get:  e.g.,  “The  first  word  in  this  line  is  now.  The  last  word 
in  this  line  is  under  ” 

6.  Train  children  to  work  across  the  page,  getting  words  inde¬ 
pendently  if  possible,  asking  for  help  only  if  necessary. 

6.  Be  sure  that  they  get  words  from  context  or  from  phonetic 
elements  when  possible  without  interrupting  the  thought. 

7.  Secure  responses  by  action,  drawing  or  oral  reading  to  see  that 
pupils  subordinate  the  words  to  the  thought. 

8.  Occasionally  emphasize  a  few  of  the  more  important  words 
by  having  pupils  find  them  on  the  page  in  response  to  thought- 
questions:  “Find  the  boy’s  name.  Find  the  words  which  tell  where 
he  is  taking  the  cows.” 

9.  At  a  separate  time  give  needed  drills — phonetic  elements, 
words,  and  groups  of  words  being  selected  on  the  basis  of  (a)  fre¬ 
quency  with  which  they  are  needed  and  (b)  specific  needs  of  indi¬ 
vidual  children.  No  phonetic  elements  are  to  be  used  in  isolation; 
they  are  always  to  be  given  in  well-known  words. 

Second  and  Third  Grades 

I.  Steps  in  Extending  a  Meaning  Vocabulary 

1.  Wide  extension  of  vocabulary  through  experiences,  with  care 
that  appropriate  new  words  are  learned  to  fit  into  experience. 
Arousing  curiosity  concerning  new  words  which  convey  interesting 
meanings.  Special  attention  to  words  and  idioms  significant  in 
beginning  number  and  geography. 

2.  Growth  in  expecting  words  met  in  context  to  fit  into  context 
and  to  be  words  which  children  themselves  use  or  hear  others  use. 

3.  Growing  knowledge  of  when  to  ask  for  help  in  interpreting 
the  meaning  of  a  word  met  in  context. 
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4.  Utilizing  knowledge  of  synonyms  in  clarifying  text  difficulties. 
Children  give  words  or  groups  of  words  which  mean  the  same  as 
those  in  the  text.  For  example,  the  book  uses  a  haughty  maiden;  the 
child  supplies  a  proud  girl. 

5.  Exercises  in  classifying  words  under  general  headings  to  call 
attention  to  certain  elements  of  meaning:  e.g.,  from  a  given  list  of 
words  children  arrange  two  lists,  one  containing  the  names  of  work¬ 
ers,  the  second  containing  the  name  of  the  work  each  does. 

6.  Informal  and  standard  vocabulary  tests  to  make  certain  that 
steady  growth  is  being  attained. 

II.  Steps  in  Developing  Accuracy  in  Word  Recognition 

1.  Care  that  all  children  know  common  sight  words,  e.g.,  when, 
because,  among.  Needed  drills  to  be  given  preferably  with  groups  of 
words  on  the  basis  of  individual  needs. 

2.  Emphasis  on  training  in  phonetics  according  to  a  definite  sys¬ 
tem,  with  sensible  standards  for  measuring  results.This  work  to  be 
intensive  and  given  to  small  groups  selected  on  the  basis  of  need. 

3.  Care  that  phonetics  are  used  when  needed  in  unlocking  new 
words  in  context. 

4.  Exercises  in  arranging  short  lists  of  words  alphabetically  as 
to  initial  letters  or  in  groups  according  to  common  phonetic  ele¬ 
ments. 

5.  Constant  attention  to  specific  words  on  which  children  need 
careful  training  in  pronunciation  and  enunciation,  and  to  special 
children  whose  speech  habits  indicate  need  of  remedial  treatment. 

6.  Early  discovery  of  pupils  whose  classification  needs  to  be 
changed  in  order  to  provide  help  in  harmony  with  individual  needs. 


III.  Suggestions  for  Training  in  the  Independent  Use  of  Habits  of 

Recognition 

1.  Train  children  to  attack  the  lesson  with  questions  in  mind 
after  looking  at  the  pictures.  This  arouses  ideas  which  may  recall 
many  words  to  be  met  in  the  context. 

2.  Limit  attention  to  a  short  unit,  i.  e.,  a  sentence  or  short  para¬ 
graph. 

3.  Know  the  different  ways  in  which  children  may  attack  each 
word. 

4.  Know  the  different  values  of  each  word  in  relation  both  to 
context  and  to  pupil’s  habits  of  recognition. 

6.  Train  children  to  work  rapidly  through  the  unit  assigned,  get- 
ting  words  independently  if  possible,  asking  for  help  only  if  neees-  i 
sary.  1 
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6.  Tell  promptly,  even  anticipating  difficulty,  unimportant  words 
which  pupils  cannot  be  expected  to  know. 

7.  Help  children  to  use  knowledge  of  context  or  phonetic  skills  if 
they  ask  for  help  with  words  which  they  might  work  out  indepen¬ 
dently. 

8.  Secure  final  responses  by  action,  drawing  or  oral  reading  to 
see  that  pupils  integrate  the  thought  as  conveyed  in  the  assigned 
unit. 

9.  Have  children  point  to  specific  words  or  groups  of  words  on 
page  in  response  to  questions  regarding  meaning,  e.g.,  “Who  is  this 
man?  Why  is  he  lifting  the  stone?” 

Fourth,  Fifth,  and  Sixth  Grades 

I.  Steps  in  Extending  a  Meaning  Vocabulary 

1.  Rapid  growth  of  vocabulary  through  actual  experience  and 
wide  reading.  Special  attention  to  words  and  idioms  significant  in 
arithmetic,  geography,  and  other  content  studies.  Arousing  interest 
in  new  words  as  suggesting  new  ideas. 

2.  Training  in  expecting  words  met  in  context  to  fit  into  context 
and  to  be  words  which  children  themselves  use  or  hear  others  use. 
Inculcating  good  habits  in  asking  for  help  with  words.  Gradual  use 
of  vocabulary  helps  and  dictionaries  introduced.  Proper  subordina¬ 
tion  of  words  to  main  ideas  in  context.  The  dictionary  is  to  be  used 
mainly  for  pronunciation, ‘seldom  for  definition. 

3.  Continued  work  with  synonyms,  children  asking  for  synonyms 
when  difficult  words  are  found  in  context,  also  giving  words  or 
groups  of  words  which  mean  the  same  as  those  in  the  text:  for  ex¬ 
ample,  the  book  uses  in  expectation  of  conquests;  the  pupil  supplies 
ready  for  victory. 

4  Attention  to  words  and  groups  of  words  in  context  whose  value 
will  be  increased  because  of  intensive  work  done  with  them  in  com¬ 
position  and  grammar.  This  should  involve  the  application  of  train¬ 
ing  and  should  illuminate  the  context. 

5.  Exercises  in  classification  of  words  as  to  thought  relationships. 
This  work  may  include  lists  of  synonyms  and  synonymous  expres¬ 
sions,  and  of  words  with  common  roots,  prefixes,  and  suffixes. 

6.  Testing  of  vocabulary  growth  by  use  of  both  informal  and 
standard  tests. 

II.  Steps  in  Developing  Accuracy  in  Word  Recognition 

1.  Discovering  remedial  cases  early  and  making  specific  diagnoses 
of  their  individual  difficulties,  followed  by  remedial  treatment. 

2.  Checking  habits  of  attack  upon  new  words  to  discover  pupils 
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whose  habits  are  faulty,  followed  by  substituting  more  economical 
procedures. 

3.  Making  certain  that  pupils  learn  common  sight  words,  like 
when,  because,  among,  preferably  in  groups  of  words. 

III.  Suggestions  for  Training  in  the  Independent  Use  of  Habits  of 

Recognition 

1.  Have  pupils  attack  the  context  with  a  definite  purpose  in  mind. 
This  may  suggest  the  meaning  or  pronunciation  of  many  words.  At 
times,  the  question  may  be  asked:  “What  are  some  of  the  words  we 
might  expect  to  find  in  a  story  about  Indians  (or  warships  or  har¬ 
vesting)  ?” 

2.  Assign  a  unit  short  enough  to  suit  the  attention  span  of  the 
reader. 

3.  Train  pupils  to  be  independent,  yet  to  know  quickly  whether 
they  need  help  with  special  words. 

4.  Keep  a  list  of  individual  difficulties  as  a  basis  for  remedial 
drills. 

5.  Check  comprehension,  giving  special  attention  to  idioms  and 
constructions  which  may  prove  puzzling — negative  expressions,  like 
if,  but  meaning  except,  only. 

6.  Check  comprehension,  noting  tendencies  to  overweight  or 
underweight  words. 

Junior  and  Senior  High  School 

I.  Steps  in  Extending  a  Meaning  Vocabulary 

1.  Rapid  growth  of  vocabulary  through  actual  experience  and 
wide  reading.  Special  attention  to  words  and  idioms  significant  in 
new  subjects. 

2.  Attention  to  words  and  groups  of  words  in  context  whose 
value  will  be  increased  because  of  intensive  work  done  with  them 
in  composition,  grammar,  and  foreign  language  study.  This  should 
be  a  carrying  over  of  training  and  should  illuminate  the  context. 

3.  Intensive  study  of  carefully  selected  words  to  show  wealth  of 
English  language  and  the  values  of  words  in  expressing  shades  of 
meaning. 

4.  Training  in  making  and  interpreting  definitions,  usually  de¬ 
pending  upon  synonyms  and  illustrative  sentences. 

5.  Training  in  judging  relative  values  of  words  in  context,  so 
that  dictionaries  and  other  helps  may  be  sensibly  used  without  over¬ 
emphasis  on  detail. 

6.  Exercises  in  classification  of  words  as  to  thought;  arranging 
word  lists  under  appropriate  headings;  making  lists  of  synonyms 
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and  synonymous  expressions,  of  antonyms,  of  words  with  common 
roots,  prefixes,  and  suffixes. 

7.  Training  in  knowing  and  using  all  the  resources  of  the  dic¬ 
tionary. 

8.  Testing  vocabulary  growth  by  both  informal  and  standard 
tests. 


II.  Steps  in  Developing  Accuracy  in  Word  Recognition 

1.  Early  discovery  of  remedial  cases  and  specific  diagnosis  of 
their  individual  difficulties,  followed  by  remedial  treatment. 

2.  Checking  habits  of  attack  upon  new  words  to  discover  pupils 
whose  habits  are  faulty,  followed  by  substituting  more  economical 
procedures. 

3.  Exercises  in  word  grouping  for  slow  readers. 

III.  Suggestions  for  Training  in  the  Independent  Use  of  Habits  o) 

Recognition 

1.  Have  pupils  attack  the  context  with  a  definite  purpose  in  mind. 
Train  them  to  expect  certain  types  of  vocabulary  in  definite  situa¬ 
tions. 

2.  Train  pupils  when  to  ask  for  help,  when  to  look  for  help  in  dic¬ 
tionaries,  when  to  make  note  of  words  to  look  up  later. 

3.  Train  pupils  to  check  comprehension  by  reference  to  the  pur¬ 
poses  in  mind  and  to  guard  against  giving  words  too  much  or  too 
little  weight. 


CHAPTER  Y 


THE  RELATION  OF  READING  TO  CONTENT  SUBJECTS  AND 
OTHER  SCHOOL  ACTIVITIES1 


The  importance  of  developing  effective  reading  habits  in  content 
subjects.  It  is  a  strange  though  undoubted  fact  that  pupils  are 
often  said  to  be  “satisfactory”  in  reading  who  yet  fail  in  certain 
informational  subjects,  such  as  geography  and  history.  This  condi¬ 
tion  was  revealed  in  the  study  of  school  failures  in  the  Cleveland 
Survey.  The  proportion  of  failures  in  reading  generally  is  small 
as  compared  with  those  in  other  subjects.  The  reason  is  apparent. 
The  reading  done  in  the  so-called  “reading  period”  has  been  largely 
narrative.  Yet  studies2  have  demonstrated  that  the  pupil  who  reads 
narrative  material  quite  well  may  read  very  poorly  when  the  pas¬ 
sages  tell  the  conditions  of  an  arithmetic  problem3  or  give  directions 
to  be  followed  in  the  study  of  grammar.  Such  situations  indicate 
that  there  must  be  a  broader  conception  of  the  variety  of  skills  and 
habits  to  be  developed  before  pupils  can  be  said  to  read  adequately. 

Partial  solution  of  the  problem  of  training  pupils  to  read  ef¬ 
fectively  lies  in  the  cultivation  of  appropriate  reading  habits  in 
every  school  subject  and  activity.  Just  as  spelling  and  language 
habits  must  be  emphasized  in  every  subject,  so  essential  reading 
habits  must  be  cultivated  in  the  study  of  literature,  arithmetic, 
history,  geography,  and  other  content  subjects.  Each  subject,  in 
addition  to  the  general  habits  employed  in  reading,  requires  specific 
skills  peculiar  to  its  purposes  and  subject  matter. 

Purpose  of  this  chapter.  It  is  the  purpose,  therefore,  of  this 
chapter  to  show  the  relationship  which  exists  between  the  objectives 

1  The  following  persons  contributed  suggestive  materials  for  this 
chapter  of  the  report:  Bessie  Goodykuntz,  Alice  Brennan,  Minnie  Kinker, 
Charmian  Johnson,  Alice  Phelps,  Irene  Conway,  Aileen  Stowell,  Elizabeth 
Whitcomb,  Sue  Snow,  Florence  Hawkins,  Flora  Nettleman,  Betsy  Jane 
Welling,  Isabel  Smith,  Harriet  Hinman,  June  Mapes,  Rosemary  Feather- 
stone,  Myrtle  Best,  Vilma  Rottenstein,  Ilo  Hatfield,  Morrison  Van  Cleave, 
Carl  Cotter,  John  Dambach. 

2  Charles  H.  Judd  and  Guy  T.  Buswell,  Silent  Reading :  A  Study  of 
Various  Types.  Supplementary  Educational  Monographs,  No.  23.  Chi¬ 
cago:  Department  of  Education,  University  of  Chicago,  1922. 

3  Estaline  Wilson,  “Specific  teaching  of  silent  reading.”  Elementary 
School  Journal,  22  (1921),  140-146.  Chicago:  Department  of  Education, 
University  of  Chicago. 
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set  forth  in  Chapter  I  and  the  various  activities  of  the  school  that 
involve  reading.  This  includes  three  steps : 

1.  Calling  attention  to  the  situations  arising  in  the  regular  work 
of  the  school  which  give  occasion  for  learning  through  reading. 
This  is  of  particular  importance  in  the  primary  grades,  where 
reading  is  built  largely  upon  the  experiences  of  the  pupils  and  upon 
meanings  already  established.  All  grades,  however,  neglect  to  use 
many  situations  which  afford  good  opportunity  for  reading.  Pupils 
would  learn  to  follow  the  printed  directions  in  the  texts  if  the 
teachers  didn’t  read  them  first.  Pupils  should  learn  to  read  recipes 
as  well  as  to  follow  them.  New  games  to  be  played,  dresses  to  be 
cut  out,  radios  to  be  built,  all  require  reading.  In  these  and  similar 
situations  reading  should  function  in  school  as  it  does  in  life  outside 
of  school. 

2.  Showing  how  the  reading  which  pupils  do  in  the  study  of 
various  school  subjects  contributes  to  the  development  of  interests 
and  abilities.  The  study  of  every  subject  requires  the  use  not  only 
of  the  essential  reading  habits  but  also  of  additional  specific  skills. 
These  skills  depend  both  upon  the  nature  of  the  subject  matter  and 
upon  the  purposes  for  which  it  is  read.  For  example,  pupils  compre¬ 
hend  geography  problems  and  arithmetic  problems  by  means  of  very 
different  reading  habits.  Furthermore,  geography  material  is  read 
differently  when  one  is  vieariously  enjoying  life  in  the  tropics  than 
when  getting  ready  for  an  examination. 

Perhaps  the  most  important  of  the  purposes  for  which  pupils 
read  is  that  of  extending  experience  in  various  fields  of  interest. 
The  classroom  can  contribute  to  this  purpose  only  as  it  stimulates 
pupils  to  read  extensively  and  with  enjoyment.  Sueh  reading  has 
been  designated  in  this  report  as  “recreatory  reading.”  It  has  as 
its  immediate  objectives  vicarious  experience,  informational  back¬ 
ground,  appreciation,  enjoyment.  It  has  as  its  ultimate  objectives 
the  development  of  permanent  interests  and  of  habits  of  reading 
which  will  provide  for  the  use  of  leisure  time.  This  reading,  while 
not  requiring  intensive  work  and  reflection,  should  nevertheless  be 
guided.  Pupils  should  have  the  impetus  which  comes  from  an  inter¬ 
esting  purpose  in  reading.  They  need  not  be  held  accountable  for  all 
they  read,  but  there  should  be  some  sort  of  check  which  is  in  line 
with  the  purpose  of  their  reading.  They  stay  prepare  a  dramatiza- 
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tion  of  some  episode,  may  read  or  tell  to  the  class  a  distinctive  bit 
of  information.  Some  teachers  may  find  it  necessary  to  give  “extra 
credit”  for  extensive  reading  in  order  to  foster  it.  In  all  events,  such 
reading  should  be  judged  not  alone  for  quantity  but  also,  and  more 
especially,  for  worth-whileness  and  quality. 

In  addition  to  this  extensive  reading,  every  subject  requires  inten¬ 
sive  reading.  Provision  must  be  made  for  the  understanding  of 
simple  terms  which  have  a  technical  use.  Again,  problems  must  be 
solved,  and  the  solution  may  require  a  search  for  data  involving 
the  reading  and  re-reading  of  material  in  order  to  select  main 
ideas.  Material  must  be  organized ;  it  must  be  associated  with  expe¬ 
rience,  and  definite  steps  taken  to  remember  it.  Such  reading  is 
referred  to  in  this  report  as  “work-type  reading.” 

While  work-type  reading  is  usually  the  sort  thought  of  as  study, 
both  types  are  used  in  the  study  of  a  subject,  and  no  lesson  or  series 
of  lessons  is  apt  to  use  one  exclusively.  Whenever  reading  is  not 
merely  cursory,  but  is  done  for  a  conscious  purpose,  it  is  study.  The 
reason  for  thus  labeling  reading  as  “recreatory”  or  “work-type” 
reading  is  to  call  the  attention  of  teachers  to  the  place  of  each  in 
the  study  of  a  subject.  When  teachers  have  failed  to  differentiate 
between  materials  appropriate  for  recreatory  reading  and  for  work- 
type  reading,  they  have  frequently  used  literary  materials  to  give 
pupils  training  in  skills  necessary  only  to  work-type  material,  such 
as  finding  answers  to  questions,  selecting  main  points,  outlining. 
The  result  is  that,  instead  of  finding  enjoyment  in  reading,  pupils 
dislike  to  read  and  will  not  engage  in  such  activities  independently. 
In  view  of  these  facts,  many  recent  reading  books  have  furnished,  in 
addition  to  literary  material,  information  from  various  fields, 
encyclopedia  references,  and  tests.  The  guidance  given  in  the  reading 
of  these  various  types  of  subject  matter  is  usually  very  suggestive 
as  to  methods  of  study.  The  difficulty  is,  however,  that  these  methods 
are  not  applied  by  the  pupils  when  the  actual  study  of  a  subject  is 
at  hand.  Consequently,  the  skills  are  never  used  habitually. 

,3.  Suggesting  by  means  of  illustrative  lessons  how  pupils  may 
develop  habits  of  work.  Teachers  should  use  these  lessons  merely  as 
illustrations  and  in  turn  make  their  own  daily  assignments  reading 
situations.  The  chief  purpose  of  these  lessons  is  to  show  the  impor¬ 
tance  of  assignments  which  require  pupils  to  read  actively  and  to 
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react  in  very  positive  ways.  The  conduct  of  the  class  conferences 
which  follow,  the  way  in  which  pupils  attack  the  work,  the  distribu¬ 
tion  of  time,  the  adaptation  of  work  to  individual  abilities  and  other 
details  of  procedure  are  all  important  aspects  to  be  considered  by 
the  teacher  when  she  makes  an  assignment. 


A.  Reading  in  the  Initial  Period 
Grade  I 

The  discussion  in  Chapter  VI  sets  forth  two  ways  in  which  read¬ 
ing  relates  quite  definitely  to  the  other  activities  of  school  life, 
namely:  the  use  of  experiences  as  a  basis  for  reading  lessons  and 
the  use  of  all  opportunities  to  read  which  occur  in  numerous  class¬ 
room  activities. 

In  using  pupils’  experiences  as  a  basis  for  reading  material,  the 
subject  matter  is  organized  by  the  pupils  and  teacher,  written  on 
the  board,  and  perhaps  later  mimeographed.  In  using  other  situa¬ 
tions  which  give  occasion  for  reading,  the  teacher  should  make  use 
of  it  in  a  natural  way.  It  is  possible  to  make  many  situations  into 

reading  lessons,  but  some  are  so  artificial  as  to  be  grotesque _ for 

example,  writing  “Good  morning,”  “Please  bring  me  your  book,” 
and  similar  expressions,  when  oral  expression  is  the  normal  pro¬ 
cedure. 

The  material  which  follows  illustrates  both  relationships,  namely: 
reading  based  on  experience  and  reading  motivated  by  needs. 


Nature  Study 

.  Thi?n“^®1'iaLw?.^  devel°Ped  with  a  superior  group  of  pupils  (I.  Q 
frwn  109-139).  Modification  would  be  necessary  for  slower  groups. 

The  teacher  made  each  of  these  lessons  into  lesson  cards,  which  were 
reviewed  from  time  to  time  during  the  year.  Some  of  the  lessons  were 
made  into  individual  books  by  the  pupils,  who  pasted  leaves  or  drew 
pictures  to  accompany  the  typewritten  sentences  given  out  by  the 
D6a.cU6r. 


Leaves 

This  is  an  oak  leaf. 

This  is  a  maple  leaf. 

This  is  an  elm  leaf. 

This  is  a  catalpa  leaf. 

The  Caterpillar 
The  caterpillar  eats  leaves. 
It  eats  and  eats. 

Then  It  spins  a  cocoon. 
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It  sleeps  all  winter. 

In  the  spring  it  comes  out  a  beautiful  butterfly. 

The  Stars 

This  is  the  Big  Dipper  (children  illustrate). 

It  has  seven  stars. 

Four  stars  are  in  the  bowl. 

Three  stars  are  in  the  handle. 

We  call  it  the  Big  Bear,  too. 

Other  topics  for  nature  study  lessons  would  include  birds,  pets,  things 
in  the  country,  flowers  in  our  garden. 

Community  Experiences 

1.  “Safety  First”  signs.  (These  are  made  to  serve  a  real  pur¬ 

pose  and  are  posted  in  conspicuous  places.) 

Stand  on  the  curb. 

Look  both  ways. 

We  take  care  of  ourselves. 

2.  Health. 

Pupils  match  sentences  with  pictures.  Later,  the  sentences  are  given 
pupils  to  illustrate  with  crayola  drawings.  Sometimes  the  list  is  written 
on  the  board  and  one  is  acted  by  a  pupil  for  the  others  to  guess. 

I  brush  my  teeth. 

I  wash  my  hands. 

I  sleep  long  hours. 

I  open  my  windows. 

I  drink  milk. 

Sometimes  the  teacher  writes  the  first  part  of  the  sentence  on  the 
board  and  pupils  select  the  best  endings. 

To  keep  well  I  must: 
drink  milk 
eat  more  candy 
stay  up  late 
go  to  bed  early 

This  sort  of  lesson  can  be  made  into  flash-card  exercises  where  pupils 
answer  “yes”  or  “no.”  Whenever  the  teacher  uses  the  informational 
material  valuable  in  itself  in  reading  situations,  she  is  accomplishing  a 
double  purpose. 

Other  community  activities  include  banking,  excursions,  fire  preven¬ 
tion,  and  community  chest  campaigns. 

School  News  Bulletin 

Such  bulletins  as  these  may  be  put  upon  the  blackboard  and  used  for  a 
week  or  made  upon  charts,  or,  better  still,  on  cards  which  can  not  only 
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be  preserved  and  re-read  frequently  but  also  be  moved  about  in  order  to 
shift  the  order,  thus  preventing  memorization. 

We  are  going  to  have  a  party. 

We  will  ask  Miss  Smith  to  come. 

Miss  Brown  will  come. 

She  will  bring  her  children. 

Social  Activities 

“Morning  Newspaper,”  printed  on  the  bulletin  board: 

To-day  is  October  31. 

This  is  Hallowe’en. 

We  have  a  surprise. 

It  is  large  and  round  and  yellow. 

It  grew  in  the  garden. 

It  grew  on  a  vine. 

What  is  it? 

What  shall  we  do  with  it? 

The  pupils  gave  the  words  pumpkin  and  J ack-o-lantem  which  the 
teacher  wrote  on  the  board.  She  then  used  various  devices  for  attaching 
meanings  to  the  new  symbols.  She  wrote  other  words  on  the  board:  large, 
yellow,  grew,  round,  garden,  and  said  to  the  various  pupils :  “Draw  a  line 
under  grew,  garden,”  etc.,  until  all  were  underlined. 

“Erase  yellow,  round,”  etc.,  until  all  were  erased. 

The  teacher  then  held  up  a  card  that  said: 

Jack  was  in  the - ■. 

Children  finished  the  sentence. 

He  found  a  big,  yellow - — . 

Children  finished  the  sentence.  She  then  passed  out  papers  on  which 
were  more  sentences  to  be  completed  and  on  another  sheet  were  the 
words  needed.  The  pupils  took  the  sentences  and  words  to  their  seats  for 
independent  work. 

School  Parties 

The  school  party  affords  reading  experiences  as  well  as  language 
opportunities.  First,  the  pupils  selected  thfi  b'est  invitation  from  the  vari¬ 
ous  ones  suggested. 

We  want  you  to  come  to  our  party. 

Our  party  is  on  Tuesday.  Will  you  come? 

We  are  going  to  have  a  , party  on  Tuesday.  We  hope  you  will  come. 

Responses : 

We  will  be  glad  to  come  to  your  party  on  Hallowe’en. 

Thank  you.  We  will  be  glad  to  come  to  your  party. 

Then  the  preparation  for  the  party  necessitated  the  making  of  plans 
The  pupils  asked,  “What  can  we  do?” 
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The  suggestions  were: 

We  shall  have  a  Jack-o-lantern, 

We  must  have  some  cakes. 

We  shall  drink  milk. 

We  can  play  games. 

We  shall  give  our  play. 

We  shall  sing  our  new  song. 

The  next  morning  the  bulletin  board  had  the  following  announce¬ 
ments:  4 

To-day  we  shall  plan  our  party. 

Jack,  James,  Henry  and  Ben  may  make  one  Jack-o-lantern. 

Helen,  Lucille  and  Mary  may  make  a  Jack-o-lantem. 

Louise  and  Jane  may  choose  a  game. 

Who  can  give  our  play? 

Dick  may  choose  a  song. 

Ernest  and  William  may  choose  a  game. 

The  day  of  the  party  the  bulletin  board  announced  these  duties: 

We  will  have  our  party  to-day. 

Sterling  will  pass  the  napkins. 

Laura  will  fill  the  cups. 

Frances  will  pass  the  cups. 

Rose  will  pass  the  cakes. 

Other  social  activities  include  lunch  time,  birthday  celebrations,  games 
at  recess. 

B.  Period  of  Rapid  Growth  in  Reading 
Grades  II  and  III 

Many  of  the  plans  used  by  first-grade  teachers  to  make  of  reading 
a  thought-getting  process  continue  to  be  valuable  in  these  grades. 
Too  much  emphasis  cannot  be  placed  upon  the  importance  of  intro¬ 
ducing  more  content  material.  Only  as  pupils  have  rich  experiences, 
something  to  do,  and  something  real  to  think  and  talk  about,  can 
vocabularies  be  enlarged.  There  is  urgent  need  for  more  books  of 
the  non-li;terary  type,  which  can  be  read  hy  pupils  of  this  period. 
There  are  at  present  'a  few  books  in  which  pupils  can  read  about 
how  to  play  games,  nature-study,  health,  numbers — topics  which 
formerly  were  merely  talked  about.  Informational  readers,  language 
books,  and  geography  textbooks  in  which  the  material  is  concrete, 


4  When  directions  such  as  these  are  written,  it  should  be  obvious  to  the 
pupils  that  it  is  a  way  of  saving  time.  The  directions  should  be  written 
before  the  time  arrives,  and  the  fun  of  the  party  shonld  not  be  dis¬ 
counted  in  advance  by  having  to  read  what  could  easily  be  said. 
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interestingly  told,  and  fundamentally  good,  are  also  available  for 
use  in  these  grades.  They  are  valuable  because  they  afford  new  types 
of  reading  experiences.  The  reading  skills  which  must  be  begun 
are :  finding  answers  to  questions,  following  directions,  selecting  big 
points,  remembering,  and  relating  what  is  read  to  experience. 

Health 

The  following  lesson  is  copied  from  a  second-grade  reader.  It  illus¬ 
trates  not  only  the  use  of  health  lessons  as  reading  material,  but  the 
beginning  of  a  method  of  work  in  reading. 

Reading  to  find  out  how  to  stop  nosebleed. 

How  to  stop  nosebleed. 

Have  you  had  the  nosebleed?  How  did  you  stop  it? 

If  you  will  follow  these  rules,  you  can  stop  it  quickly. 

Loosen  anything  tight  around  your  neck. 

Wet  your  handkerchief  or  a  piece  of  paper  in  cold  water.  Put  it 
under  your  upper  lip. 

Do  not  blow  your  nose. 

Sit  down  quietly  with  your  head  hanging  backward.  Your  nose 
should  stop  bleeding  soon. 

How  to  remember 

Close  your  eyes  and  try  to  tell  in  order  all  the  things  which  will 
stop  nosebleed.  You  could  not  remember  them  all,  could  you?  This 
was  because  you  had  read  the  lesson  only  once.  We  do  not  remem¬ 
ber  things  very  well  if  we  read  them  only  once.  We  remember  them 
somewhat  better  if  we  read  them  two  or  three  times.  If  you  will 
do  the  following  six  things,  you  will  be  able  to  remember  what 
you  have  read: 

L  Read  it  through  carefully  once. 

2.  Choose  the  main  things  which  you  want  to  remember. 

3.  Close  your  eyes  and  try  to  say  these  main  things. 

4.  Look  back  to  see  if  you  missed  any. 

5.  Try  this  until  you  can  say  them  all. 

6.  Act  out  the  main  things  which  you  have  learned. 

Use  these  six  rules  in  studying  the  lesson  about  the  nosebleed. 

Activities 
Making  Gardens 

The  pupils  who  had  made  gardens  brought  a  sample  of  something  they 
raised  in  their  gardens.  Those  who  didn’t  have  a  garden  brought  some¬ 
thing  they  would  like  to  raise  next  year.  The  following  sentences  consti¬ 
tuted  the  reading  lesson.  The  blank  spaces  were  left  in  order  to  force 
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pupils  to  read  and  get  the  thought  before  supplying  the  missing  word  cor- 
rectly.  The  only  oral  response  required  was  the  one  word  which  made  the 
sentence  true.  The  fact  that  the  children  had  the  articles  to  produce  as 
evidence  acted  as  check  on  correctness.  (Such  a  scheme  is  contrasted  with 
the  practice  of  merely  calling  the  words,  which  is  no  guarantee  of 
thought-getting. ) 

-  brought  lettuce. 

-  brought  onions. 

-  brought  radishes. 

- brought  a  tomato. 

Who  raised  the  carrot? 

The - came  from  John’s  garden. 

The  - came  from  Mildred’s  garden. 

Howard  brought  the - . 

The - came  from  the  store. 

Who  wants  to  raise  them  next  year? 

Margaret  brought  the - 

What  can  we  do  with  it? 

Caring  for  a  Rabbit 

A  child  brings  his  rabbit  to  school  and  tells  how  it  should  be  cared  for. 
The  teacher  writes  the  directions: 

Feed  the  rabbit. 

Give  the  rabbit  fresh  water. 

I 

Clean  the  rabbit’s  cage. 

Let  the  rabbit  out  for  play. 

Children  are  anxious  to  do  these  things,  and  it  is  decided  that  the 
bulletin  board  will  show  each  day  who  has  been  chosen: 

John,  feed  the  rabbit. 

Ellen,  jive  the  rabbit  fresh  water. 

May,  clean  the  rabbit’s  cage. 

George,  let  the  rabbit  out  for  play. 

Questions  arise  as  to  which  children  have  had  turns,  so  records  are 
kept: 

John  fed  the  rabbit. 

Ellen  gave  the  rabbit  fresh  water. 

May  cleaned  the  rabbit’s  cage. 

George  let  the  rabbit  out  to  play. 

Alice  forgot  to  feed  the  rabbit. 

The  record  could  be  supplemented  with  items  of  interest  which  might 
be  put  in  book  form. 

The  rabbit  ran  away. 

He  hid  in  the  corner. 

The  second  grade  came  to  see  our  rabbit. 
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Nature  Study 

This  lesson  shows  how  riddles  may  be  used  with  nature  material  i& 
thoughtful  silent  reading  exercises.  Third-grade  pupils  can  make  riddles 
for  second-grade  pupils  or  for  eaeh  other  to  answer,  thus  combining  need 
for  sentence  making  with  need  for  sentence  reading. 

The  pupils  brought  various  kind  of  plants  to  school  for  identification. 

I  grew  by  the  street. 

I  grow  tall. 

I  have  big  green  leaves. 

You  like  to  smell  my  leaves. 

I  have  a  big  brown  bush  at  my  top. 

Pupils  have  bird  pictures  with  short  descriptions  on  the  back,  such  as 
these : 

Everybody  loves  me. 

My  nest  is  not  very  tidy,  but  my  eggs  are  a  lovely  blue. 

In  summer  I  live  in  the  grassy  meadows  and  fields. 

I  sing  my  own  name. 

The  teacher  writes  questions  on  the  board  which  the  children  answer 
by  reading  the  various  bird  cards. 

What  bird  is  greedy? 

What  bird  sings  its  own  name? 

Such  work  may  be  used  as  seat  work  by  letting  pupils  exchange  the 
cards.  It  may  also  be  used  by  letting  each  pupil  have  one  card  which 
he  reads  in  order  to  identify  a  particular  bird. 


Language 

These  “movies”  were  written  by  fourth-grade  pupils  for  third-grade 
pupils  to  act.  They  were  typed  on  cards  which  were  passed  around.  Each 
child  did  as  his  card  directed.  The  others  guessed.  The  importance  of 
terse,  interesting  sentences  was  apparent  to  the  writers. 

1.  Play  you  are  mowing  the  lawn.  Run  around  the  outside  of  the 

lawn  first.  Mow  in  squares  until  finished.  With  scissors  clip 
the  grass  at  the  edge  of  the  walk.  When  you  have  finished 
pretend  that  you  are  fanning  yourself. 

2.  Play  you  are  a  newsboy.  Get  some  drawing  paper  for  news¬ 

papers.  Walk  about  the  room  calling,  “Papers!  Papers!” 
Ask  two  different  people  to  buy.  The  first  one  does  not  buy. 
The  second  one  gives  you  a  dime.  Give  him  his  change. 

3.  An  auto  ride.  Get  in  on  the  left  side.  Take  hold  of  the  wheel. 

Get  out  on  the  right  side.  Crank  it.  Get  in  again  on  tin 
right  side. 
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School  Excursions 

After  a  trip  to  a  lumber  mill,  where  the  children  observed  the  process 
of  making  logs  into  lumber,  the  pupils  talked  about  what  they  had  seen 
on  the  trip.  The  following  group  composition  was  used  as  a  reading 
lesson  by  foreign  children,  whose  experiences  could  not  be  anticipated 
by  the  teacher.  Using  such  a  group,  experience  enabled  her  to  utilize 
a  vocabulary  which  she  knew  had  a  common  background  of  experience 
and  then  to  associate  these  meanings  with  the  printed  word. 

We  took  a  walk  to  Chiloquin  mill. 

We  saw  many  logs  in  the  water. 

Two  men  guided  the  logs  out  of  the  water. 

They  pushed  them  on  to  a  moving  stairway. 

One  man  at  the  top  caught  them  with  a  big  iron  hook. 

Another  man  put  them  on  the  carriage. 

Some  of  the  logs  were  very  large. 

Other  logs  were  small. 

The  head  sawyer  sits  on  one  side  of  the  carriage. 

John’s  father  is  the  head  sawyer. 

He  tells  the  other  men  how  to  cut  the  logs. 

The  ratchet  sette.  sits  on  the  carriage. 

Fenn’s  brother  was  the  ratchet  setter . 

Arithmetic 

This  work  is  carried  on  by  individual  pupils  at  their  seats.  The  child 
plaees  yes  and  no  at  the  top  of  his  desk.  As  each  problem  is  read,  it  is 
placed  under  the  word  that  answers  the  question.  A  key  card  may  be 
used  for  cheeking. 

1.  Oranges  are  50c.  a  dozen.  Can  Helen  buy  half  a  dozen  with  2 

dimes? 

2.  If  there  are  23  children  in  our  room  and  4  are  absent,  are  21 

children  at  school? 

3.  If  you  can  learn  3  spelling  words  in  a  day,  can  you  learn  25 

words  in  (me  school  week? 

Outside  Reading 

The  pupils  tell  the  teacher  about  the  books  they  read.  She  writes  down 
what  they  say  and  places  the  sheets  on  the  reading  table  for  all  to  read. 
Children  are  eager  to  read  books  in  order  to  have  their  thoughts  written 
down.  They  also  show  great  interest  in  reading  what  others  have  said. 

What  Dick  told  me. 

“  ‘Little  Dramas’  has  good  stories  to  act,  I  wish  we  could  act  out  the 
story  about  the  timid  hare  and  the  lion.  I  should  like  to  be  the  lion.  It 
would  be  fun  to  roar.” 

What  Ruth  told  me. 

“I  like  ‘Storyland  in  Play.’  The  story  about  the  foolish  turtle  is  inter¬ 
esting.  The  turtle  was  having  a  nice  ride  with  the  geese.  He  should  not 
have  talked.” 
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C.  Period  of  Enriched  Experience 
Grades  IV,  V,  and  VI 

Increasingly  diversified  reading  habits.  The  habits  and  skills 
which  were  begun  in  the  first,  second,  and  third  grades  take  on  new 
significance  as  the  curriculum  broadens  and  pupils  begin  to  read 
an  increasingly  large  number  of  textbook  assignments.  In  the  prep¬ 
aration  of  such  material  the  problem  of  teaching  pupils  to  read 
is  largely  one  of  teaching  them  to  study. 

As  was  stated  in  the  introduction  to  this  chapter,  the  teacher 
must  first  of  all  take  into  account  the  purposes  for  which  material 
is  to  be  read  and  determine  the  kinds  of  reading  habits  which  will 
be  most  important  in  the  study  of  the  assignment.  The  lessons  sug¬ 
gested  are  not  practice  exercises.  They  can  be  of  value  only  as  they 
suggest  how  teachers  in  the  regular  work  of  the  day  may :  (a)  make 
assignments  which  will  necessitate  good  reading  habits  and  direct 
the  pupils  in  utilizing  those  habits,  (b)  check  in  some  way  the 
results  of  the  reading  to  determine  to  what  extent  appropriate 
habits  are  being  developed,  and  (c)  provide  for  gradual  develop¬ 
ment  of  independent  methods  of  work  on  the  part  of  the  pupil. 

\  Geography  and  Reading 

Purposes  of  reading  in  geography.  The  study  of  geography  in¬ 
volves  both  recreatory  and  work-type  reading.  No  lesson  or  series  of 
lessons  should  employ  one  to  the  absolute  exclusion  of  the  other. 
The  teacher  who  fails  to  recognize  that  both  have  a  distinct  place 
does  one  of  two  things ;  she  either  emphasizes  recreatory  reading 
to  such  an  extent  that  the  geography  becomes  a  haphazard  subject 
from  which  the  pupil  gets  neither  accurate  information  nor  good 
habits  of  work,  or  she  confines  the  study  of  geography  so  exclu¬ 
sively  to  work-type  reading  that  it  becomes  a  routine  recital  of 
dry  facts. 

'  One  reads  geography  to  gain  experience,  to  secure  through  read¬ 
ing  what  one  would  get  directly  were  one  to  visit  the  section  of 
the  world  described  in  a  passage.  There  are  tourists  who  miss  the 
scenery  because  they  are  too  busy  reading  the  guide  books. 
Geography  may  in  the  same  way  miss  its  main  purpose  if  pupils 
get  no  experiences  from  its  study  but  experiences  in  answering 
questions,  selecting  main  points,  outlining,  and  map  study. 
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First  of  all,  then,  there  must  be  provided  a  wealth  of  material 
which  can  be  read  for  pleasure  and  for  a  background  of  information. 
Not  only  must  all  possible  material  which  is  simple  be  supplied,  but 
material  varying  in  difficulty  to  meet  individual  needs  should  be 
provided.  In  the  use  of  such  material  pupils  read  extensively. 
Experience  teaches  that  interpretation  of  such  material  is  most  ef¬ 
fective  when  interest  is  keen  because  of  some  previous  contact  or 
when  some  other  sort  of  stimulation  is  provided. 

The  work,  or  study,  type  of  reading  in  the  field  of  geography 
involves  practically  all  the  general  reading  skills  and  habits  neces¬ 
sary  to  intensive  reading.  Pupils  must  analyze  what  they  read  to 
find  answers  to  questions,  to  secure  facts  relating  to  larger  problems, 
and  to  select  the  main  points  in  a  paragraph  of  factual  material. 
Pupils  must  associate  ideas  in  right  relation  and  they  must  as¬ 
sociate  what  is  read  with  previous  experience.  They  must  be  able 
to  grasp  the  author’s  organization  and  be  able  to  reorganize  what 
they  read.  They  must  be  able  to  form  accurate  judgments  in  the 
light  of  geographical  principles  and  they  must  be  able  to  retain 
what  is  read,  both  for  immediate  and  for  future  use. 

Whenever  it  becomes  apparent  to  the  teacher  that  the  reading 
in  geography  is  unsatisfactory  because  of  the  lack  of  such  general 
abilities  as  those  just  mentioned,  the  teacher  should  utilize  the  read¬ 
ing  period  for  drill  in  the  use  of  these  skills. 

In  addition  to  those  general  abilities,  the  reading  and  study  of 
geographical  materials  presents  a  number  of  reading  situations 
involving  special  habits  which  do  not  occur  in  other  subjects.  These 
include  reading  of  maps,  charts,  graphs,  statistical  tables;  reading 
of  pictures  and  slides ;  reading  of  railroad  folders ;  understanding  of 
the  vocabulary  peculiar  to  geography;  relating  facts  to  principles; 
remembering  locations  apart  from  logical  associations.  Drill  in  such 
habits  and  skills  peculiar  to  geography  should  be  emphasized  in 
the  geography  classes. 

There  follow  some  illustrations  of  the  guiding  of  reading  in  con¬ 
nection  with  work  in  geography. 

Extensive  Reading  in  Preparation  for  a  “ Round-Up ” 

The  pupils  in  a  fourth  grade  in  the  middle  west  were  studying  the 
western  plains  as  a  part  of  their  regional  study  of  the  world.  A  boy  in 
the  class,  who  had  recently  moved  into  the  city  from  a  Montana  ranch, 
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told  stories  of  the  life  there,  which  stimulated  great  interest  in  cowboys 
and  western  ranches.  The  class  decided  to  have  a  “geography  round-up” 
in  which  various  groups  could  report  what  they  were  able  to  find  con¬ 
cerning  special  topics.  The  subjects  suggested  were:  Early  History  of 
the  Plains;  Description  of  a  Ranch;  How  a  Cowboy  Dresses;  A  Cow¬ 
boy’s  Amusements;  The  Round-up;  Cowboys  in  Other  Lands;  Theodore 
Roosevelt  as  a  Cowboy;  Chicago  Stock  Yards. 

Each  group  selected  a  chairman  and  made  a  list  of  questions  as  a 
guide  in  reading.  These  questions  were  revised  after  some  reading,  espe¬ 
cially  when  it  was  discovered  that  the  books  did  not  always  agree  with 
what  the  boy  from  Montana  had  told.  This  necessitated  extensive  read¬ 
ing,  also  comparison  of  dates  of  publication  and  the  reliability  of  state¬ 
ments.  The  questions  served  as  an  outline  from  which  the  pupils  made 
their  reports. 

An  additional  stimulus  to  careful  reading  and  searching  for  pictures 

J°^1S1°^ed  by  the  aPPearance  in  the  city  of  the  motion  picture  en¬ 
titled  The  Covered  Wagon.” 

The  following  books  were  used  as  references: 

Wister,  The  Virginian 
Hough,  Story  of  the  Cowboy 
Richards,  A  Tenderfoot  Bride 
Grinnell,  Jack,  the  Young  Ranchman 
Grinnell,  Jack,  the  Young  Cowboy 
Hagedom,  A  Boy’s  Life  of  Roosevelt 
Hooker,  Story  of  an  Indian  Pony 
Wheeler,  Rolt,  Boys’  Book  of  Cowboys 
Roosevelt,  Ranch  Life  and  Hunting  Trail 
Allan,  Allan’s  Industrial  Reader 
Kellar,  Commercial  and  Industrial  Geography 
Doubleday,  Cattle  Ranch  to  College 
Roosevelt,  Stories  of  the  Great  West 
Sabin,  Bar-B  Boys 

Carpenter,  Carpenter’s  North  America 


The  reading  techniques  involved  were: 

reauing  in.1order  t0  find  answers  to  questions  formulated 

S'  S  ™  T  l  PT1S  themselves-  <PuPils  should  learn  to  guide 
reading  by  formulating  questions  in  advance  and  agafn  to 
r©-formulate  questions  after  rather  extensive  reading.) 

diigr^S8  to  where  U-ere  n 


enfo^^118  “  *  “““  °*  *>  dtaeseion  or 

t°,Prepare  Assembly  Program  on  Mardi  dm 
Another  illustration  of  extensive  reading,  very  largely  on  the 
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reatory  level,  is  the  reading  done  by  a  fifth-grade  class  which  became 
especially  interested  in  New  Orleans.  This  interest  grew  out  of  the  fact 
that  a  member  of  the  class  was  going  there  to  attend  the  Mardi  Gras. 

After  a  cursory  reading  of  everything  they  could  find,  the  cljass 
decided  that  the  material  was  interesting  enough  to  warrant  their 
giving  an  assembly  program  on  the  subject.  Using  material  for  such 
purposes  necessitates,  first  of  all,  the  organization  of  what  is  to  be 
presented. 

Organization  of  ideas  as  guide  to  further  reading.  The  method  of 
organization  used  was  for  the  class  to  suggest  all  the  questions  relative 
to  the  subject  which  might  prove  of  interest  to  the  pupils  who  would 
constitute  the  assembly  audience.  Examples  follow: 

1.  Why  did  the  people  begin  the  Mardi  Gras  celebration? 

2.  What  else  is  of  interest  in  New  Orleans? 

3.  What  do  the  people  do  at  the  Mardi  Gras? 

4.  What  is  the  country  like  around  New  Orleans? 

5.  What  do  the  people  do? 

6.  How  does  cotton  grow? 

7.  What  is  life  on  a  plantation  like? 

8.  What  kind  of  clothes  will  Margaret  need  to  wear  in  New 

Orleans  at  this  season? 

After  the  list  was  completed,  the  teacher  called  attention  to  the  fact 
that  many  questions  could  be  combined  and  that  there  should  be  some 
attention  to  sequence  in  order  to  make  an  interesting  set  of  talks.  The 
pupils  then  reorganized  the  list  and  arranged  the  following  list  of  topics : 

1.  Getting  to  New  Orleans  from  Detroit. 

2.  Historic  New  Orleans. 

3.  Places  of  Interest  in  Modern  New  Orleans. 

4.  Industries  of  New  Orleans. 

5.  Plantation  Life. 

6.  The  Mardi  Gras. 

The  pupils  worked  in  groups  and  competed  in  making  each  topic  as 
interesting  as  possible.  Before  they  set  to  work,  the  teacher  raised  this 
question:  “How  are  you  going  about  the  preparation  of  these  reports?” 

The  pupils  suggested  the  following  procedure,  which  is  typical  of  the 
sort  of  report  based  upon  extensive  cursory  reading. 

1.  Use  the  indexes  of  the  books  to  find  references. 

2.  Read  the  references  and  choose  the  part  of  the  material  which 

relates  to  the  topic. 

3.  Select  key  words  or  phrases  which  will  suggest  the  most  inter¬ 

esting  things  upon  which  to  report.  For  example,  in  reading 
about  plantations,  the  notes  might  be  “one-horse  planta¬ 
tion,”  “negro  quarters,”  “picking  cotton,”  etc. 
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4.  Look  over  the  notes  and  arrange  them  in  the  best  possible 
order.  If  there  are  several  pupils,  the  responsibility  for 
reporting  should  be  carefully  divided  so  that  there  will  be 
no  tiresome  repetition. 

With  these  directions  in  mind,  the  pupils  set  to  work.  When  the 
assembly  program  was  presented,  there  were  pictures  secured  from  the 
Chamber  of  Commerce,  anecdotes  from  history,  negro  dances,  and 
melodies  sung  to  banjo  accompaniment  by  pupils  in  costume.  The  reading 
had  functioned. 

The  list  of  readings  included: 

Brigham  and  McFarland,  Essentials  of  Geography 

J.  Russell  Smith,  Human  Geography 

McMurry  and  Parkins,  Elementary  Geography 

Carpenter,  North  America 

Gordy,  Studies  of  Later  American  History 

Brooks,  T'rue  Life  of  Abraham  Lincoln 

Lamprey,  Days  of  Commanders 

Markham,  Real  America  in  Romance 

Burton,  A  Story  of  United  States 

Reference  books: 

World  Book 

Various  encyclopedias — 

Book  of  Knowledge 

Southworth  and  Kramer,  Great  Cities  of  the  United  States 

Intensive  Reading  to  Explain  Certain  Industrial  Conditions 

One  of  the  outcomes  of  extensive  reading  in  a  subject  such  as 
geography  should  be  the  discovery  of  problems  for  additional  in¬ 
tensive  reading  and  study.  If  such  problems  do  not  suggest  them¬ 
selves  to  the  pupil,  the  teacher  may  propose  them  as  a  challenge 
to  more  intensive  reading  and  reflection. 

Following  the  study  of  New  Orleans  just  reported,  the  teacher 
raised  the  problem  which  is  given  in  the  lesson  that  follows.  The 
study  as  suggested  is  typical  of  most  problem-solving  lessons.  It 
required  the  use  of  all  fundamental  objectives — location  of  data, 
selection,  comprehension,  evaluation  of  data,  organization  of  ma¬ 
terial  necessary  for  retention.  The  assignment  illustrates  one  way 
of  attacking  a  large  problem  by  resolving  it  into  its  important 
factors.  This  involves  leading  the  pupils  to  realize  that  the  larger 
problem  is  dependent  upon  several  smaller  problems  and  having  the 
pupils  help  in  the  determination  of  the  lesser  problems.  A  thorough 
discussion  of  the  assignment  should  precede  the  study,  so  that 
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pupils  may  realize  what  their  study  job  is.  Gradually,  as  a  technique 
of  independent  study,  pupils  must  learn  to  break  big  problems  up 
into  smaller  ones  for  themselves. 

Teacher:  “You  have  been  interested  in  the  raising  of  cotton  in  the 
southern  states.  However,  New  England,  which  raises  no  cotton  at  all, 
ranks  first  in  the  manufacture  of  cotton  cloth.  Why  is  this?” 

“What  are  the  questions  which  you  would  need  to  answer  before  you 
could  really  account  for  this  fact?”  Discussions  of  the  factors  which 
enter  into  the  situation  led  to  four  questions.  The  teacher  wrote  the 
major  problem  on  the  board,  together  with  the  minor  problems. 

Problems:  How  can  the  New  England  States,  though  they  raise  no 
cotton,  rank  first  in  the  manufacture  of  cotton? 

1.  Where  does  New  England  get  its  raw  cotton? 

2.  What  advantages,  for  manufacturing  does  New  England  have? 

3.  How  did  cotton  manufacture  start  in  this  country?  What 

effect  did  this  have  on  New  England? 

4.  What  places  lead  in  cotton  manufacture?  From  a  study  of 

the  map  try  to  discover  why. 

She  then  proposed  that  the  pupils  work  out  the  first  question  together, 
in  order  that  each  might  learn  how  accurately  he  was  able  to  study  such 
an  assignment. 

Teacher:  “How  will  you  know  where  to  begin  to  read?” 

Pupils:  “Find  New  England — manufacturing;  find  cotton — raw.” 

Teacher:  “Find  either  topic.  As  soon  as  you  have  a  statement  which 
you  think  answers  Question  1,  you  may  stand.” 

Time  was  given  for  all  pupils  to  find  the  answer.  Meanwhile,  the 
teacher  discovered  the  pupils  who  were  slow  in  the  use  of  an  index  and 
gave  assistance.  She  also  found  pupils  who  could  not  determine  the 
relevance  of  statements. 

Teacher:  “In  the  same  way  you  are  to  find  the  answers  to  the  re¬ 
maining  questions.  Work  as  fast  as  you  can.5  When  you  have  finished, 
look  at  each  question  and  think  how  you  are  going  to  answer  it  when 
we  have  a  class  conference.  Re-read  if  necessary.” 

Such  fore-exercises  precede  the  study  of  an  assignment  and  pupils 
are  made  conscious  of  certain  factors  in  study.  It  is  often  worth 
while  in  such  exercises  to  set  pupils  at  work  on  a  problem  and  at 
the  end  of  two  minutes  to  ask  them  to  write  down  the  question  to 
which  they  are  trying  to  find  answers.  Pupils  should  learn  the  im- 

5  While  no  time  limit  should  be  set  which  would  lead  to  careless 
reading,  all  pupils  should  learn  to  work  at  maximal  speed.  If  some  sort 
of  an  informal  test — true-false,  completion  or  one-word  test — is  sub¬ 
stituted  for  oral  discussion,  the  pupils  become  more  accurate  in  this 
sort  of  intensive  reading. 
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portance  of  keeping  the  problem  in  the  foreground  of  attention 
when  reading  intensively. 

Intensive  Reading  with  Responsibility  for  Remembering 

In  connection  with  the  intensive  sort  of  reading  just  suggested, 
pupils  should  learn  to  be  critical  of  their  successes  and  failures  and 
to  remember  a  reasonable  amount  of  material  read.  The  teacher  may 
use  some  such  plan  as  follows  to  reveal  to  pupils  their  present 
accomplishment  The  aggressive  attitude  which  results  from  finding 
oneself  unable  to  average  up  to  a  task  stimulates  better  reading 
of  subsequent  assignments. 

To  the  pupil:  Keller  and  Bishop,  Industrial  and  Commercial-  Geography, 
page  81.  From  a  single  reading  of  this  paragraph  about  the  making  of 
ready-made  clothing  by  the  sweating  system,  you  should  be  able  to 
tell  why  ready-made  clothing  is  usually  manufactured  in  large  cities, 
what  the  bad  effects  of  the  sweating  system  are,  and  why  the  immigrants 
will  accept  low  wages.  Keep  in  mind  every  point  which  bears  on  any  one 
of  these  questions.  Study  questions  carefully  before  the  reading  begins. 
As  soon  as  you  have  finished  reading,  dose  your  book  and  fill  out  this 
outline. 

1.  Why  is  ready-made  dothing  usually  manufactured  in  large  cities7 

(a) 

7  (b) 

2.  What  are  the  bad  effects  of  the  sweating  Systran? 

(a) 

(b) 

(c) 

3.  Why  will  immigrants  accept  low  wages? 

(a) 

(b) 

<e) 

Arithmetic  and  Reading 

Skills  involved  in  reading  arithmetic.  As  in  the  case  of  geography, 
arithmetic  makes  use  of  the  general  reading  skills  previously  listed. 
Pupils  must  select  main  points,  get  the  conditions  of  a  problem 
clearly  in  mind,  relate  facts  to  principles.  The  techniques  involved, 
however,  in  getting  the  conditions  of  an  arithmetic  problem  in  mind 
differ  decidedly  from  those  which  enable  the  pupil  to  comprehend  a 
geography  problem.  The  failure  of  pupils  to  read  their  problems 
carefully  has  long  been  proclaimed  by  teachers  as  an  outstanding 
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cause  of  failure  to  solve  them  correctly.  On  the  other  hand,  pupils 
who  have  been  trained  in  the  specific  reading  skills  involved  in 
reading  problems  have  shown  increased  ability  in  problem  solving.8 

What  are  the  reading  skills  necessary  to  the  effective  understand¬ 
ing  of  a  problem?  School  practice  usually  requires  pupils  to  “read 
the  problem”  perfunctorily.  This  reading  takes  place  after  the  prob¬ 
lem  has  been  solved,  preliminary  to  the  “explanation  of  the  prob¬ 
lem.”  No  wonder  that  the  routine  sort  of  oral  reading  which  thus 
takes  place  has  small  relation  to  real  comprehension.  The  crucial 
reading  is  the  silent  reading  which  precedes  the  solving.  If  this 
reading  is  well  done,  the  problem  situation  should  be  remembered, 
just  as  important  facts  in  any  other  material  are  remembered,  long 
enough  to  enable  pupils  to  explain  the  conditions  of  the  problem 
intelligently  without  the  customary  oral  reading.  Again,  the  practice 
of  having  pupils  state  “what  the  problem  tells  and  what  the  problem 
asks”  results  in  a  mechanical  fitting  of  words  into  a  formula  which 
seldom  gives  pupils  much  sense  of  the  real  situation. 

It  is  obvious  from  the  character  of  the  subject  that  the  reading 
done  in  arithmetic  is  for  the  most  part  on  the  work  level  and  of  two 
general  types: 

1.  The  careful  reading  of  informational  material  which  is  similar 
to  the  kind  of  reading  done  in  civics.  This  type  is  most  important 
in  Grades  VII  and  VIII,  where  the  business  applications  of  arith¬ 
metic  begin,  e.  g.,  banking,  insurance,  taxes,  budget  making.  Such 
topics  involve  more  reading  than  problem  solving. 

2.  The  intelligent  understanding  of  the  conditions  of  a  problem. 
If  the  pupils  are  to  comprehend  problems,  such  specific  skills  as  the 
following  are  necessary: 

(a)  The  vocabulary6 7  peculiar  to  arithmetic  must  be  under¬ 
stood  :  such  terms  as  average,  total,  at  the  rate  of,  etc. 

(b)  The  problem  situation  must  be  comprehended.  The  prob¬ 
lem  must  tell  a  story,  just  ah  history  tells  a  story,  so  that  the 


6  Remedial  Work  in  Arithmetic.  Ohio  Research  Bulletin,  p.  347. 
Columbus,  Ohio:  Ohio  State  University,  December,  1923. 

Worth  J.  Osborne,  Corrective  Arithmetic.  Pp.  56,  97,  148.  Houghton 
Mifflin  Co.,  1924. 

7  Walter  S.  Monroe,  Measuring  the  Results  of  Teaching.  Pp.  163-164. 
Houghton  Mifflin  Co.,  1918. 
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way  in  which  numbers  and  their  relationship  are  to  be  used 
becomes  vivid. 

(c)  Main  ideas  must  be  selected,  regardless  of  quantitative 
elements. 

(d)  Judgments  must  be  formed  both  as  to  correctness  of 
processes  used  and  validity  of  answers. 

The  lessons,  portions  of  which  follow,  may  be  used  as  drill  exer¬ 
cises  to  increase  ability  in  these  specific  skills.  These  exercises  may 
form  a  part  of  the  work  during  the  regular  reading  period.  As  in 
the  case  of  other  subjects,  when  the  teacher  finds  certain  reading 
skills  to  be  inadequate,  she  may  spend  the  reading  period  to  aid  in 
their  development.  Such  exercises  may  also  occupy  a  part  of  the 
arithmetic  period,  especially  when  similar  exercises  are  made  using 
the  material  of  the  lesson  at  hand. 

All  of  the  exercises  which  follow  may  be  used  somewhat  similarly. 
The  first  step  is  the  selection  of  the  pupils  who  need  the  special 
reading  drills.  Such  a  grouping  should  probably  be  determined  by 
the  use  of  some  standardized  problem  test.  Teachers  usually  know 
the  pupils  who  do  abstract  work  satisfactorily,  but  who  are  unable 
to  solve  problems. 

Having  determined  the  group  who  need  drill,  the  others  should 
be  allowed  to  attack  problems  independently.  It  frequently  happens 
that  a  few  weeks’  attention  to  reading  on  the  part  of  the  whole 
class  will  reduce  the  drill  group  to  a  small  number.  For  these  pupils 
there  should  be  mimeographed  sheets  prepared  similar  to  these 
exercises  or  the  tests  may  be  written  on  the  board.  Responses  should 
be  written,  so  that  each  member  of  the  group  can  be  rigorously 
tested  as  to  his  ability  to  interpret  each  problem. 

Keeping  records  of  scores  made  from  time  to  time  increases  in¬ 
terest,  just  as  in  abstract  drill  exercises. 


Expressing  Ideas  in  Different  Ways  to  Show  That  Certain  Technical 

Phrases  are  Understood 

To  the  pupil:  Rewrite  each  of  the  following  sentences.  Do  not  use  the 
words  underlined,  but  use  some  other  words  that  will  show  that  you 
know  what  the  underlined  words  mean. 

For  example,  the  sentence,  “An  eight-cent  bag  of  marbles  contained 
128,  might  be  rewritten  this  way:  “There  were  128  marbles  in  a  bag 
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of  marbles  that  cost  8  cents”;  or  “A  bag  of  marbles  that  cost  8  cents 
had  in  it  128  marbles.” 

1.  I  can  buy  pencils  at  the  rate  of  2  for  5  cents. 

2.  How  much  remains? 

3.  After  buying  a  house,  a  man  had  to  spend  $300  for  repairs. 

4.  George  walks  at  the  rate  of  3  miles  per  hour. 

5.  Two  boys  agreed  to  cut  a  lawn. 

6.  Henry  buys  oranges  at  4  cents  apiece. 

Providing  for  Comprehension  of  the  Situation  in  a  Problem 

To  the  pupil:  The  following  problems  tell  the  story  of  a  family  who 
took  an  automobile  trip.  You  are  to  read  the  problems  and  to  answer 
the  questions  printed  below,  but  you  are  not  to  work  any  of  the  problems. 
You  may  read  them  as  often  as  is  necessary  to  answer  the  questions. 
Work  as  rapidly  as  you  can.  Number  your  answers  just  as  the  questions 
are  numbered. 

1.  The  Brown  family  took  a  two-weeks’  trip  in  their  automobile.  They 
went  975.6  miles  in  all.  They  did  not  ride  on  Sundays.  How  far  did  they 
go  per  day  on  the  days  that  they  did  ride? 

2.  It  cost  $21.32  for  gasoline,  $2.80  for  oil,  and  $4.75  for  repairs. 
Mr.  Brown  estimates  the  wear  and  tear  on  automobile  and  tires  at  3% 
cents  per  mile.  Using  this  estimate,  what  was  the  total  cost  of  running 
the  car  for  the  trip? 

3.  They  spent  twelve  nights  and  had  twelve  breakfasts  at  farm 
houses  or  small  hotels.  Twice  they  paid  $1.75  for  lodging  and  breakfast 
for  the  family.  Five  times  they  paid  $2.00.  Four  times  they  paid  $2.50. 
Once  they  paid  $3.50.  What  was  the  total  cost  of  lodging  and  breakfast? 

1.  How  many  days  did  they  need  to  buy  food? 

2.  Why  could  you  not  find  what  the  cost  was  for  each  member  of 
the  Brown  family? 

Reading  to  get  main  ideas  in  a  problem.  The  eye-movements  of 
adult  readers  show  that  in  reading  problems  the  effective  reader 
is  one  who  reads  first  for  the  situation,  then  goes  back  for  the  quan¬ 
titative  elements.8  Pupils  should  be  able  to  read  and  remember 
the  story  part  of  the  problem  and  certainly  pupils  who  explain  a 
problem  worked  on  the  blackboard  should  be  able  to  state  the  con¬ 
ditions  of  the  problem  clearly  without  reference  to  the  text.  They 
should  also  learn  to  think  of  the  process  apart  from  the  figures 
involved. 

- 

•  P.  W.  Terry,  How  Numerals  Are  Read.  Supplementary  Educational 
Monograph,  No.  18,  Pp.  8-11.  Chicago:  Department  of  Education,  Uni¬ 
versity  of  Chicago,  Jane,  1922. 
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(a)  T®  the  pupil:  Read  the  problems  in  your  arithmetic  and  then, 
without  referring  to  your  text,  be  ready  to  tell  the  situation  in  the 
problem,  thus: 

1.  In  1908-09  the  total  amount  of  cane  sugar  produced  by  the  world 
was  7,324,853  T.;  of  this  the  United  States  produced  1,045,000  T.  What 
percentage  did  the  United  States  produce? 

Tell  in  this  way: 

In  a  certain  year  all  the  cane  sugar  produced  in  the  world  was  so 
many  tons.  Of  this  whole  amount  the  United  States  produced  so  many 
tons.  We  are  to  find  what  percentage  was  produced  by  the  United  States. 

2.  In  a  recent  year  the  output  from  the  coal  mines  of  Illinois  was 
41,490,104  tons.  How  many  carloads  would  this  make,  allowing  40,000 
pounds  to  the  load? 

In  a  recent  year  we  are  told  that  the  Illinois  coal  mines  produced  a 
certain  number  of  tons  of  coal.  How  many  carloads  would  this  be  if  we 
allow  so  many  pounds  to  the  load? 

(b)  To  the  pupil:  In  a  simple  statement  tell  how  you  would  solve  if 
you  were  told  the  figures: 

1.  If  you  know  how  much  money  you  have  in  your  pocket  and  how 
much  you  spent  while  down  town,  how  can  you  find  how  much  you  had 
when  you  left  home? 

I  would  add  what  I  had  in  my  pocket  to  the  amount  I  spent  down  town. 

2.  If  you  know  how  many  desks  were  bought  for  your  room  and  how 
much  each  desk  cost,  how  can  you  find  out  how  much  all  the  desks  cost? 

3.  A  boy  had  a  certain  number  of  golf  balls.  He  sold  them  at  so  much 
apiece  and  spent  the  money  for  marble  shooters.  How  can  you  find  the 
number  of  shooters  he  could  buy? 

4.  If  you  know  the  distance  a  train  has  gone  and  the  number  of 
hours  it  took  t©  go  that  distance,  how  do  you  find  its  average  speed? 

(c)  To  the  pupil:  Can  you  understand  your  arithmetic  problems  when 
you  read  them?  If  so,  you  can  do  these  exercises  correctly.  After  each 
problem  is  a  list  of  things  which  might  be  done.  You  are  to  show  that 
you  understand  by  filling  in  the  blanks  correctly,  then  drawing  a  line 
under  the  word  or  words  which  tell  the  right  thing  to  do. 

1.  A  man  picked  28  quarts  of  cherries.  He  used  some  of  them  for 
canning  and  sold  the  rest  at  15  cents  a  quart.  If  he  received  $1.50 
for  what  he  sold,  how  many  quarte  were  canned? 

Multiply  by 


Divide  150  by  15 


Then  Add  Subtract  Multiply  Divide 

2.  The  manager  of  a  service  station  has  a  tank  containing  500  gallons 
of  gasoline.  If  he  sells  to  65  customers  an  average  of  6  gallons  each 
how  much  will  he  have  left  at  the  end  of  the  day? 

Multiply  by 


Divide  by 


Then  Add  Subtract  Multiply  Divide 
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Reading  in  Order  to  Judge  Whether  or  Not  an  Answer  Is  Absurd: 

Estimating  Amounts 

To  the  pupil:  In  the  following  list  of  problems  and  answers  some  of 
the  answers  given  are  reasonable,  others  are  unreasonable.  Write  “yes” 
after  the  answers  which  you  think  are  just  about  correct  and  “no”  after 
those  which  are  very  incorrect. 

1.  Twenty-three  children  to  our  class,  but  only  19  are  present. 

How  many  children  are  absent? 

Ans.  42  children. 

2.  James  has  28  marbles.  He  gives  half  of  them  to  Charles.  How 

many  has  he  left? 

Ans.  56  marbles. 

3.  We  learn  2  words  a  day  in  our  class.  How  many  do  we  learn 

in  8  days? 

Ans.  16  words. 

4.  If  you  can  get  3  gingerbread  dogs  for  5  cents,  how  many  can 

you  get  for  10  cents? 

Ans.  18  gingerbread  dogs. 

5.  A  boy  owned  3  kites,  each  of  them  having  150  feet  of  string. 

How  many  feet  of  string  had  he? 

Ans.  450  feet. 

Industrial  Arts  and  Reading 

Workers  in  industrial  fields  who  want  to  be  intelligent  about 
their  occupations  read  widely.  Electrical  workers  have  their  mag¬ 
azines;  all  trades  have  their  journals;  motion  picture  magazines 
have  news  which  is  of  specialized  nature.  While  it  is  not  the  func¬ 
tion  of  the  elementary  school  to  provide  for  special  vocations  or 
vocational  reading,  it  is  important  to  give  pupils  reading  experience 
in  situations  which  are  similar  to  the  situations  in  life  which  will 
require  reading. 

An  important  purpose  for  which  one  reads  in  this  field  is  the 
following  of  directions.  Many  situations  in  which  pupils  should  be 
learning  “to  read  and  do”  are  inadvisably  used  by  teachers  as 
“telling”  situations.  To  follow  directions  given  orally  and  to  follow 
printed  directions  are  different  matters.  It  should  be  noted  by 
teachers  that  textbooks  are  constantly  giving  directions  which  pupils 
are  to  follow  in  the  preparation  of  their  work.  The  reading  of  direc¬ 
tions  carefully  and  accurately  is  a  reading  skill  very  frequently  de- 


120 


THE  TWENTY-FOURTH  YEARBOOK 


manded  in  life.  Teachers,  in  their  anxiety  to  have  the  directions 
followed  correctly,  usually  read  and  explain  them  to  the  pupils. 
Pupils  should  learn  to  read  directions  independently.  This  part  of 
the  study  is  as  important  as  doing  what  the  directions  say. 

These  lessons  illustrate  the  use  that  may  be  made  of  directions 
in  this  field.  These  paragraphs  were  given  to  the  pupils  of  a  fourth- 
grade  class  who  were  interested  in  reading  them  chiefly  because  they 
knew  they  were  to  try  the  same  thing. 


Reading  in  Order  to  Do  What  Other  Pupils  Have  Done 9 

To  the  pupils :  The  children  of  another  school  who  have  done  this  piece 
of  work  have  written  this  explanation  for  you.  You  can  read  their  report, 
find  out  how,  and  make  butter  too. 

“We  took  a  big  bowl.  We  put  sour  cream  in  it.  Cream  is  the  top  of 
milk.  Milk  grows  sour  when  it  is  no  longer  fresh.  We  took  an  egg- 
beater.  We  beat  the  sour  cream  with  an  egg-beater.  Soon  it  looked  like 
whipped  cream.  Then  we  saw  little  lumps  of  yellow  fat  on  the  edges. 
More  lumps  appeared.  There  were  many,  many  lumps.  We  had  made 
butter.  We  washed  it  in  clean  water.  We  added  salt.  We  gave  a  party 
to  Grade  2.  We  ate  the  butter  on  pieces  of  bread.” 

To  the  pupils:  The  children  of  another  sixth  grade  have  worded  this 
paragraph  to  tell  you  how  they  made  clay  plates.  Read  carefully  and 
when  you  can  fill  out  the  blanks  in  the  test  below  showing  you  under¬ 
stand  what  you  read,  you  may  make  some  clay  plates. 

“We  looked  at  a  plate.  We  saw  that  it  was  flat  and  shiny.  We  found 
out  from  the  encyclopedia  that  dishes  are  made  of  clay.  We  took  some 
wet  gray  clay.  We  made  it  smooth.  We  picked  out  all  the  small  stones 
and  sticks.  We  made  a  clay  ball.  We  rolled  the  ball  flat  on  the  table  with 
a  bottle.  It  looked  like  a  pie  crust.  We  put  sand  on  the  table  to  keep  it 
from  sticking  to  the  table.  We  lifted  the  clay  crust.  We  put  it  on  a 
plate.  We  patted  it  flat  and  cut  off  the  edges  of  the  clay.  We  put  it  on  a 
shelf  to  dry.  The  next  day  we  found  a  dry  clay  plate.  We  put  lines  and 
shapes  on  it  with  “underglaze”  paint.  This  paint  looked  like  water-color 
paint  but  we  found  that  it  could  resist  heat.  We  put  the  plate  in  a  very 
hot  oven  called  a  kiln.  It  stayed  there  twelve  hours.  When  it  came  out,  it 
was  pale  orange  color,  and  would  not  break  so  easily.  We  next  put  ‘glaze’ 
on  the  plate.  Glaze  is  a  thin  coat  of  glass.  It  looked  like  colored  cream. 
We  put  the  plate  back  in  the  kiln.  When  it  came  out,  it  was  shiny  like 
our  dinner  plates.  Glaze  protects  the  plates  and  makes  them  easy  to 
wash.  We  each  made  a  plate.  Some  of  them  were  broken  by  the  heat  in 
the  kiln.  The  others  we  use  for  our  class  parties.  One  day  we  went  to 
the  museum  and  saw  many  plates  made  long  ago.  We  drew  pictures  of 
some  of  the  plates  that  we  liked  best.” 


9  The  recording  of  experiences  by  one  class  so  that  another  class  may 
try  the  same  experiment  makes  this  both  an  English  composition  situa¬ 
tion  and  a  reading  situation. 
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Fold  here 


To  make  plates  we  took  some  - .  We  made  a  -  which 

we - flat  with  a - .  We  molded  the  wet  clay  on  a - . 

Next  day  we  had  a  dry  clay  plate.  We  put  lines  and  shapes  on  it 

with  - .  We  put  the  plate  in  a  - ,  called  a  - .  It 

stayed  there - .  It  came  out - color.  We  next  put - 

on  the  plate.  Then  we  put  it - .  When  it  came 

out  it  was - like  our  dinner  plates. 

Reading  and  Physical  Education 

Reading  in  order  to  find  out  how  to  do  something  in  which  one 
is  really  interested  constitutes  a  large  field  of  careful  study.  Pupils 
are  stimulated  to  careful  reading  when  a  new  game  or  new  rules 
of  a  favorite  game  are  at  stake. 

Reading  to  learn  a  new  game.  The  following  material  was  mimeo¬ 
graphed  and  sent  to  the  boys  with  the  instruction  that  they  were  to 
study  the  game  and  be  ready  to  play  without  further  instruction 
when  the  physical  director  came  to  the  school. 

The  surprise  came  when,  upon  arrival,  the  director  gave  a  quick 
true-false  test  covering  points  of  the  game  and  chose  the  first  team 
according  to  the  scores  made  thereon. 


Field  Ball 
Equipment 

1.  Soccer  or  basketball. 

2.  Field  same  as  a  soccer  or  football  field.  At  each  end  there  is  a 
striking  circle,  a  semi-circle  with  a  radius  of  15  yards  called  “scoring 
circle.”  Teams  are  of  eleven  players  arranged  in  the  same  formation 
as  m  soccer  or  hockey,  viz.,  5  forwards  (1  center  R  and  L  inside  and 
R  and  L  wing),  3  half-backs  (L  and  R  and  Center),  2  full-backs  (L  and 
R)  and  a  goal  keeper. 

The  Game 

Starts  with  a  “free  throw”  at  center  of  field  with  the  team  of  the 
thrower  lined  up  behind  him.  It  starts  the  same  way  after  a  goal  is 
made,  after  a  resting  period,  and  after  a  foul,  except  in  that  case  at  the 
spot  where  the  foul  was  made.  A  player  having  a  free  throw  may  go 
back  and  take  a  running  start.  When  the  attackers  send  the  ball  over 
the  end  line,  the  goal  keeper  is  given  a  free  throw  or  kick. 

A  ball  thrown  through  the  goal  from  a  position  outside  the  scoring 
circle  counts  two  points;  when  thrown  from  a  point  within  the  circle 
it  counts  one  point.  A  ball  so  thrown  that  it  passes  over  the  cross  bar 
scores  one  point  for  the  defending  side. 

When  the  defenders  send  the  ball  over  the  end  line,  the  attacking  side 
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has  a  free  throw  from  the  nearest  corner  of  the  field,  the  defenders 
being  lined  up  outside  the  end  line  of  the  field. 

Field  ball  is  played  in  ten-minute  quarters,  with  five-minute  rest 
periods. 

Rules 

Player  may  advance  with  the  ball  with  one  dribble;  guarding  can  be 
done  only  in  the  scoring  circle  (the  game  is  one  of  interception),  and  then 
in  a  plane  at  right  angles  to  the  ground.  Outside  the  circle,  the  guards 
must  stay  15  feet  away. 

The  ball  must  be  thrown  15  feet  or  over  when  thrown  forward;  it 
may  be  passed  backward  any  distance. 

Hints  to  Coaches 

1.  Get  men  to  play  their  positions  and  not  rush  the  ball. 

2.  Have  forwards  cross  and  be  fed  by  their  half-backs. 

3.  Teach  center  to  pass  out  to  inside  forwards  and  insides  to 

pass  out  to  the  wings.  The  ball  zigzagging  forward  but  men 
running  in  a  straight  line. 

4.  Teach  half-backs  to  intercept  ball  by  guarding  their  opponents. 

5.  Rough  playing  is  impossible  if  the  rules  are  enforced. 

After  you  have  studied  the  above,  test  yourselves  with  these  ques¬ 
tions.  Unless  you  can  answer  all  correctly  you  are  not  ready  to  play 
the  game. 

1.  How  many  men  make  up  the  team? 

2.  How  should  the  ball  progress  down  the  field? 

3.  What  are  the  rules  for  handling  the  ball? 

4.  What  counts  a  score? 

5.  What  happens  when  a  foul  is  called? 

6.  In  what  way  is  this  game  like  soccer? 

7.  What  happens  if  the  defender  sends  the  ball  over  the  end  line? 

The  foregoing  is  an  illustration  of  attaching  a  strong  motive  to 
testing  oneself  to  ascertain  the  extent  of  comprehension.  Pupils 
should  come  to  realize  that  testing  one’s  comprehension  similarly 
in  regular  subjects  has  a  value  in  the  same  way  when  the  retention 
of  material  is  important. 

D.  Period  of  Independent  Application  of  Reading  Ability 

Grades  VII,  VIII,  and  IX 

Reading  as  a  study  medium.  The  study-reading  habits  of  these 
grades  are  distinguished  from  those  of  earlier  grades  by  the  extent 
to  which  pupils  are  able  not  only  to  attack  more  difficult  materials 
and  assignments  extending  over  a  longer  period  of  time,  but  also  to 
choose  appropriate  methods  of  attack,  to  outline  consciously  what 
their  plan  of  work  will  be,  and  to  become  aware  of  the  values  of  the 
various  reading  techniques  which  previously  have  been  directed  by 
the  teacher.  When  this  stage  is  reached,  reading  has  become  inde¬ 
pendent  study. 
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While  reading  is  not  the  only  method  by  which  pupils  study,  it  is 
the  predominant  one  and  is  prerequisite  to  most  other  types.  The 
problem  of  study  is  one  of  impelling  assignments  on  the  part  of 
the  teacher  and  the  application  of  right  reading  habits  on  the  part 
of  the  pupils.  In  no  other  way  may  pupils  attain  the  emotional 
attitude  which  makes  of  reading  a  personal  and  stimulating  expe¬ 
rience  and  thereby  an  abiding  and  permanent  interest. 

Reading  and  History 

Purposes  of  reading  in  history.  Effective  reading  habits  enable 
children  who  study  history  to  live  vicariously  the  lives  of  historic 
characters.  They  may  come  to  know  not  only  the  motives  and 
achievements  of  those  who  have  made  history,  but  also  the  environ¬ 
ment  in  which  each  in  his  own  time  has  lived  and  labored.  The 
experience  of  children  is  enriched  not  only  by  their  coming  to  know 
“who’s  who”  of  each  generation,  but  also  by  appropriating  to  them¬ 
selves  the  historic  setting  of  each  character  in  his  own  age.  Thus 
may  be  acquired  the  necessary  perspective  wffh  which  to  view  intel¬ 
ligently  present-day  life,  whence  it  came,  and  whither  it  is  tending. 

This  committee  has  attempted  to  make  emphatic  the  necessity 
of  providing  pupils  opportunity  to  read  extensively.  History  assign¬ 
ments  may  be  effectively  adapted  to  realize  this  objective.  History 
teachers  should  ever  keep  in  the  foreground  that  their  business  is 
to  lead  children  to  understand  their  heritage  in  order  that  they 
may  as  adults  safeguard  it  and  improve  it  for  future  generations. 
To  make  future  democracy  safe  for  the  world  children  now  in  school 
must  live  the  life  of  the  human  race  through  the  ages,  confront 
its  difficulties,  and  overcome  its  obstacles.  They  may  never  be 
equipped  to  discharge  the  obligation  of  citizenship  if  history  in 
school  means  for  them  merely  the  routine  reading  and  reciting  from 
a  single  textbook. 

Broad  Reading  for  Enriched,  Experience 

The  assignment  described  below  was  made  to  an  eighth-grade 
class  as  part  of  a  review  of  the  history  of  the  United  States.  The 
history  had  been  studied  according  to  traditional  textbook  methods. 
The  review  introduced  a  study  of  the  United  States  and  its  history 
from  the  point  of  view  of  the  states.  The  assignment  might  be 
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divided  among  various  groups  of  pupils,  who  would  spend  in 
preparation,  not  only  their  history  study  period,  but  their  literature 
time  as  well,  and  in  addition  read  at  home.  It  is  typical  of  the  sort 
of  assignment  which  might  stimulate  pupils  to  read  extensively  for 
a  period  of  several  days,  searching  libraries  for  material,  eagerly 
alert  to  bring  to  the  class  conference  a  real  contribution  in  the  way 
of  new  and  interesting  facts  and  stories  not  discovered  by  other 
readers.  Such  purposeful  reading  is  more  of  the  recreatory  than  of 
the  work  type. 

Before  the  pupils  set  to  work  on  such  an  assignment  it  is  well  for 
the  teacher  to  have  them  suggest  the  method  of  work  best  suited 
to  the  making  of  interesting  reports;  also,  the  sources  from  which 
to  get  information  about  best  books  to  read — books  in  room  library, 
bibliographies  of  collateral  reading  in  textbooks  and  course  of  study, 
classified  book  lists  such  as  appear  in  various  books,  and  librarians 
in  school  and  city  libraries.  (See  pp.  110-112  for  an  illustration.) 

To  the  pupils:  Perhaps  if  we  all  knew  more  about  the  states  which 
are  not  our  own,  there  would  be  less  of  the  boasting  which  many  people 
are  inclined  to  do  about  the  state  in  which  they  live.  This  assignment 
tells  you  in  advance  some  of  the  “high  spots”  in  the  history  of  certain 
of  the  western  states.  In  reading,  try  to  find  out  the  significance  of 
these  items.  In  reading  look  for  two  things:  (a)  striking  historical 
events,  (b)  famous  sons  of  which  the  state  is  proud.  (The  group  having 
the  least  reading  might  report  first  so  that  groups  with  states  having 
more  material  available  could  be  reading  a  week  or  more  on  their  topics. 
The  reports  of  states  should  not  only  interest  the  others  in  the  state  for 
the  time  being  but  should  also  incite  them  to  read  the  books.) 

California:  Gold  Rush;  “forty-niners,”  “vigilantes,”  “pony  express,” 
The  “General  Sherman.” 

Colorado:  Centennial  States;  Pike’s  Peak  Country;  Pueblos;  “ghost 
towns.” 

Kansas:  Bleeding  Kansas:  John  Brown;  “Immigration,  a  political  rather 
than  a  personal  matter.” 

Oklahoma:  “Boomers;”  L  and  Rush;  “No  Man’s  Land;”  the  mistletoe; 
the  “Grandfather  Clause.” 

Oregon:  Sacajawea’s  “Bird  Woman;”  Astoria.  Great  Immigration 
(1843);  “Fifty-four  Forty  or  Fight;”  the  “web-footed  state.” 

Texas:  The  “Lone  Star  State.”  Remember  the  “Alamo.”  In  what  con¬ 
nection  did  the  people  of  the  United  States  say  that  “Texas  was 
but  a  misspelling  of  ‘taxes?’  ”  “Jefferson;”  last  fight  in  the  War 
of  Secession,  May  13,  1865. 
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Utah:  The  Mormons;  Alley  of  Death. 

Some  outside  readings  in  connection  with  a  study  of  the  states. 

Otis,  Martha  of  California 

McNeil,  Boys’  Forty-Niners 

Fox,  Carlota  ( California  Before  the  Conquest ) 

Hough,  The  Covered  Wagon 

Hart,  The  Luck  of  Roaring  Camp 

Otis,  Seth  of  Colorado 

Shinn,  Story  of  the  Mine 

Brooks,  Boy  Emigrants 

Brooks,  Boy  Settlers 

Chamberlain,  John  Brown 

Catherwood,  Heroes  of  the  Middle  West 

Irving,  Capt.  Bonneville 

Parkman,  The  Oregon  Trail 

Hough,  Fifty-four  Forty  or  Fight 

Otis,  Antonie  of  Oregon 

Otis,  Philip  of  Texas 

Abbott,  David  Crockett  and  Early  Texan  History 

Abbott,  Kit  Carson,  the  Pioneer  of  the  Far  West 

Elliott,  Sam  Houston 

Munroe,  With  Crockett  and  Bowie 

Davis,  Under  Six  Flags 

Whittier,  Angels  of  Buena  Vista 

Lowell,  Biglow  Papers 

Tourgee,  Button’s  Inn 

Altsheler,  Herald  of  the  West 

Adams,  Log  of  a  Cowboy 

Wister,  The  Virginian 

Eggleston,  The  Circuit  Rider 

Hough,  North  of  ’86 

Dickens,  Martin  Chuzzlewit  (?) 

Dana,  Two  Years  Before  the  Mast 
Laut,  Story  of  the  Trapper 
Thwaites,  Rocky  Mountain  Explorations 
White,  Gold 

Intensive  Reading  Relative  to  a  Large  Problem 

If  pupils  in  earlier  grades  have  learned  to  read  carefully  when  the 
problem  is  one  of  finding  answers  to  questions  in  paragraphs  and 
to  larger  questions  involving  the  use  of  various  reference  books, 
they  are  now  ready  to  attack  a  problem  requiring  interest  and  at¬ 
tention  sustained  over  a  fairly  long  period  of  time. 

The  following  lesson  illustrates  the  assignment  for  an  eighth-  or 
ninth-grade  class  which  will  stimulate  pupils  to  study  for  several 
days  on  one  problem.  Following  a  week’s  reading,  a  class  period  of 
discussion  will  give  opportunity  for  pupils  to  exchange  ideas  and  for 
the  teacher  to  clarify  their  ideas. 

Teacher:  “President  Harding,  in  an  address  made  at  Vancouver, 
July,  1923,  pointed  to  the  century-old  friendship  between  Great  Britain 
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and  the  United  States  as  proof  that  public  will,  rather  than  public  force, 
is  the  key  to  international  peace.  When  the  time  for  discussion  arrives, 
be  ready  to  tell  how  each  of  the  instances  here  listed  is  an  illustration 
of  what  President  Harding  said.” 

1.  Rush-Bagot  Agreement  (1817)  “Our  protection  is  our  frater¬ 

nity,  our  armor  is  our  faith.” 

2.  The  Caroline  Affair  (1837). 

3.  “The  Aroosti.'  k  War”  (1883). 

4.  Webster-Ashburton  Treaty  (1842). 

5.  “Fifty-four  Forty  or  Fight  (1844). 

6.  Clayton-Bulwer  Treaty  (1850). 

7.  The  Alabama  Claims.  (“This  was  the  most  important  case 

that  had  ever  been  submitted  to  arbitration  and  its  success¬ 
ful  adjustment  encouraged  the  hope  that  the  two  great 
branches  of  the  English-speaking  peoples  would  never  again 
have  to  resort  to  war.”) 

8.  The  Behring  Sea  Controversy  (1893). 

9.  The  Venezuela  Affair  (1895). 

10.  Attitude  of  British  Government  durin  gthe  Spanish-American 

War  (1898). 

11.  Hay-Pauncefote  Treaty. 

12.  Lord  Alverstone  and  the  Alaskan  Boundary  Dispute.  (“It  was 

the  good  fortune  of  the  two  countries  that  if  at  any  moment 
rashness  or  vehemence  was  found  on  one  side,  it  never 
haupened  to  be  met  by  the  like  quality  on  the  other.”) 

“The  moral  of  the  story  of  Anglo-American  relations,”  Lord  Bryce 
says,  “is  that  peace  can  always  be  kept,  whatever  be  the  grounds  of  con¬ 
troversy,  between  peoples  that  wish  to  keep  it.” 

The  teacher  asked :  “In  preparing  this  assignment,  what  are  you  going 
to  do?”  The  pupils  suggested  these  steps. 

1.  Be  sure  we  understand  what  the  assignment  means.  (This  neces¬ 
sitates  some  explanations  of  “public  will”  and  “public  force,”  and  the 
use  of  the  word  “key”  in  this  connection.) 

2.  Use  index  to  find  the  references  in  our  own  text  and  several  others. 
(Note:  If  pupils  are  inexperienced  in  use  of  index,  one  study  period 
might  well  be  spent  in  letting  groups  of  pupils  merely  locate  the  page 
reference  under  each  topic,  preparatory  to  the  study.) 

3.  Read  what  is  told  of  each  topic  and  then  think  how  it  is  an  illustra¬ 
tion  of  President  Harding’s  statement.  Look  for  any  exceptions. 

4.  Take  such  notes  and  page  references  as  will  enable  us  to  recall  the 
episode  if  necessary.  Look  over  the  assignment  and  think  to  ourselves 
how  we  will  discuss  each  at  the  time  of  a  class  conference. 

Reading  to  Determine  Cause  and  Effect 

An  important  skill  In  reading  is  evaluating  the  material  read  and 
and  forming  judgments  about  it — in  other  words,  reacting  actively, 
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not  merely  remembering.  In  order  that  pupils  may  participate  to  the 
fullest  extent,  it  is  often  valuable  to  substitute  for  oral  discussion 
such  a  test  as  the  following,  or  to  give  such  a  test  as  the  assignment. 
Only  where  pupils  have  responsibility  for  all  answers  do  they  have 
full  opportunity  to  develop  careful  reading  and  independence  in 
study.  Answers,  therefore,  should  be  written.  Responses  must,  of 
course,  be  discussed  later,  so  that  the  pupils  may  check  their  com¬ 
prehension.  The  teacher  may  prepare  a  key  for  the  checking.  Dis¬ 
cussion  in  such  tests  as  this  has,  however,  the  .  social  advantage  of 
interchange  of  ideas.  Repetition  of  the  same  test  from  time  to  time 
provides  opportunity  to  measure  the  extent  to  which  discussion  has 
cleared  up  difficulties,  gives  the  teacher  an  opportunity  to  give  the 
pupils  who  need  it  special  attention,  and  shows  the  pupils  them¬ 
selves  how  well  they  are  remembering  what  is  discussed. 

Pupils  soon  come  to  realize  the  value  of  such  a  procedure  and  ask 
the  teacher  to  give  them  an  opportunity  to  try  the  test  again,  or 
better  still,  test  themselves  during  their  independent  study  period. 
One  class  has  its  slogan :  “Test  yourself  before  you  are  tested.”  This 
emphasizes  the  importance  of  attitude  in  work-type  reading.  “How 
to  study”  is  of  small  value  unless  it  is  coupled  with  “want  to  study.” 


To  the  pupil:  In  the  blank  lines  below  write  a  short  sentence  which 
will  tell  the  best  reason  you  know  why  each  of  the  statements  is  true : 


1.  In  America  the  Industrial  Revolution  did 
hardship  on  the  handworker. 
Statement  . . . 


not  work  any  great 


2.  Free  public  education  is  an  American  ideal. 

Statement  . . . .. . . . 

3.  Slavery  prevented  the  South  from  becoming  commercially 

prosperous. 

Statement  . . . 

4.  The  factory  system  developed  a  laboring  class  as  distinct  from 

a  class  of  employers. 


Statement 


•••••••••••••••••••••• ••••••••••••••••••••••••««••••»«' 


5.  “The  reaper  is  to  the  North  what  slavery  is  to  the  South.” 

Statement  . 

6.  “No  state  can  lawfully  get  out  of  the  Union.”— Lincoln. 

Statement  . . . 

7.  The  people  can  be  trusted  to  defend  a  government  of  which 

they  form  a  part. 

Statement  ----ttttt  . . . . . 


128 


THE  TWENTY-FOURTH  YEARBOOK 


Reading  and  Remembering 

Such  a  test  as  the  following  may  advantageously  follow  the  read¬ 
ing  of  various  biographies  or  may  be  used  as  an  assignment  to  be 
studied  with  books  open.  Pupils  can  make  these  tests.  Eagerness  to 
test  some  classmate  is  always  a  motive  for  careful  reading.  “Teach¬ 
ers”  always  study  harder  than  “students.”  A  first-grade  teacher 
who  permits  the  pupils  to  ask  her  the  questions  on  the  lesson  en¬ 
courages  very  careful  reading.  Eighth-grade  history  teachers  might 
have  the  same  success. 

To  the  pupils:  This  is  a  selection  paper.  In  the  spaces  in  front  of  the 
numbers  in  Column  I  place  the  letters  of  the  phrases  in  Column  II  which 
best  explain  them.  Write  the  letters  clearly  in  the  spaces. 


Column  I 

Column  II 

.  1.  Jefferson 

A. 

Proposed  the  Kansas-Nebraska  Bill 

.  2.  Clay 

B. 

President  of  the  Confederate  States 

.  3.  Garrison 

C. 

Declared  our  Government  was  made 

.  4.  Jackson 

for  the  people,  by  the  people  and  is 

.  5.  Marshall 

answerable  to  the  people 

.  6.  Calhoun 

D. 

Declared  this  government  cannot  exist 

.  7.  Webster 

half  slave  and  half  free 

.  8.  Lincoln 

E. 

Acted  as  mediator  between  the  South 

.  9.  Davis 

and  the  North  for  a  period  of  thirty 

.  10.  Douglas 

years 

F.  Purchased  Louisiana 

G.  Published  the  Liberator 

H.  Established  the  Spoils  System 

I.  A  very  prominent  chief  justice  of  the 
Supreme  Court 


Mathematics  and  Reading 

Informational  reading  in  mathematics.  The  importance  of  reading 
as  it  relates  to  the  reading  of  problems  and  the  specific  skills  in¬ 
volved  were  discussed  under  the  work  suggested  for  intermediate 
grades.  The  arithmetic  of  Grades  VII,  VIII,  and  IX,  the  applica¬ 
tions  of  percentage,  etc.,  includes  much  that  is  more  civics  than 
mathematics.  This  social  background  material  is  informational,  re¬ 
quires  careful  reading  and  a  rigorous  checking  of  comprehension. 
This  is  a  strictly  work-type  reading.  The  lessons  which  follow  illus¬ 
trate  the  peculiar  importance  of  reading  when  such  a  topic  as  bank- 
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ing  is  to  be  studied.  Similar  lessons  would  be  valuable  in  study  of 
insurance,  taxation,  and  budget-making. 

Attention  is  called  to  the  fact  that  pupils  are  reading  various 
texts  as  well  as  other  material.  Single  copies  of  different  textbooks 
should  be  provided  so  that  pupils  may  have  an  opportunity  to  read 
the  explanations  and  information  as  presented  by  different  authors. 
The  different  sets  of  problems  also  afford  the  teacher  a  means  of 
adapting  the  class  procedure  to  individual  abilities. 

Reading  extensively  for  information  regarding  savings.  The  subject 
under  discussion  was  “the  best  way  to  invest  money  after  it  has  been 
saved.”  The  close  contacts  of  banks  and  schools  make  the  question  of 
savings  pertinent  in  all  schools.  Various  suggestions  were  made,  but  the 
best  one  was:  “Get  advice  from  some  trustworthy  banker  or  the  Better 
Business  Commission.”  While  the  discussion  might  well  have  ended  with 
this  advice,  the  pupils  proposed  that,  the  next  time  a  representative  from 
the  Banker’s  Institute  came  to  the  school  to  talk,  they  quiz  him  as  to 
the  various  proposals  that  had  been  made  relative  to  investing  money. 
In  order  that  they  might  be  able  to  ask  intelligent  questions,  the  class 
decided  to  do  some  reading  relative  to  investments.  These  references 
were  read: 

Commercial  Accounts: 

Wentworth-Smith,  pp.  149-158,  160-62. 

Chadsey-Smith,  pp.  199-203. 

Lennes,  Jenkins,  pp.  122-123. 

Hunt,  p.  218. 

Hoyt  and  Peet,  pp.  80-83. 

Anderson,  pp.  166-169. 

Smith,  pp.  25-26. 

Talks  on  Banking,  issued  by  Committee  on  Public  Education, 
American  Bankers’  Association,  110  E.  42nd  Street,  New 
York.  Talks  Nos.  2  and  6. 

Similar  references  were  provided  for  savings  accounts,  stocks,  bonds, 
and  other  investments. 

Reading  of  a  more  technical  nature  was  done  by  all  members  of  class 
when  the  teacher  brought  to  class  a  real  stock  certificate  and  again 
when  each  row  chose  some  stock  as  a  pretended  $1,000  investment  and 
read  the  daily  stock  quotation  page  of  the  local  newspaper. 

The  test  of  the  comprehension  of  this  reading  came  when  the  pupils 
prepared  the  questions  which  they  asked  the  banker.  The  questions  were 
of  the  following  type: 

Why  do  banks  pay  such  a  small  rate  of  interest  on  savings  accounts 
when  it  costs  so  much  to  borrow  money? 

What  causes  the  variations  in  the  price  of  Liberty  Bond*? 
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Can  a  depositor  ever  write  a  check  on  a  savings  account? 

The  close  relationship  of  ability  to  read  carefully  and  mathematical 
information  is  further  emphasized  when  pupils  are  given  such  an 
arithmetic  test  as  the  following,  which  involves  no  manipulation  of 
figures,  but  rather  tests  reading  ability. 

To  the  pupils:  This  is  a  true-false  paper.  In  the  spaces  in  the  margin 
below  write  the  word  yes  before  each  statement  that  you  think  is  correct, 
and  the  word  no  before  each  statement  that  you  think  is  not  correct. 
Do  your  best  and  answer  every  statement. 

- 1.  A  post-dated  check  is  one  that  bears  some  previous  date. 

- 2.  In  recording  the  amount  on  a  check  in  writing,  the  writing 

should  be  placed  very  near  the  left  end,  with  the  first 
letter  a  capital. 

-  3.  When  you  wish  to  open  an  account  at  a  bank,  apply  at  the 

teller’s  window. 

- 4.  Amounts  in  currency,  silver,  and  checks  are  listed 

separately  on  the  deposit  slip. 

- 5.  The  stub  properly  filled  out  will  show  the  total  number 

of  checks  cashed  to  date. 

- 6.  When  indorsing  a  cheek,  sign  your  name  as  you  usually 

write  it,  disregarding  the  way  it  is  written  on  the  face 
of  the  check. 

- 7.  To  stop  payment  on  a  check,  notify  the  bank  on  which  it 

is  drawn. 

- 8.  The  passbook  should  be  presented  with  each  check  to 

be  cashed. 

-  9-  If  a  check  is  lost,  payment  may  be  stopped  by  notifying 

the  bank  on  which  it  is  drawn,  giving  description  of 
check. 

10.  A  passbook  is  issued  to  you  when  you  open  an  account 
at  a  bank. 

- 11.  A  check  should  always  be  filled  out  in  ink. 

12.  In  making  out  a  deposit  slip,  the  bank  cashier’s  name  is 
written  in  the  place  indicated. 

- 18.  A  check  is  endorsed  in  full  by  the  payee’s  making  it  pay¬ 
able  to  the  order  of  some  bank  or  individual  and  then 
signing  his  name. 

-  14.  Endorse  a  check  in  blank  by  simply  writing  the  name 
on  the  back  exactly  as  it  is  written  on  the  face. 


A  somewhat  different  type  of  reading  was  done  by  a  class  in  response 
to  question  raised  by  a  pupil:  “How  shall  the  bank  keep  valuables  safe?” 
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This  list  of  readings,  compiled  by  the  pupils  and  teachers,  illustrated 
the  sort  of  reading  unit  which  such  a  problem  stimulates: 

1.  Pamphlet,  “Better  Banking  Under  the  Federal  Reserve 

System,”  Commerce  Guardian  Bank. 

2.  Pamphlet,  “A  Catalogue  of  Departments,”  Commerce  Guardian 

Bank,  p.  14. 

3.  “Band  Facts,”  Dime  Savings  Bank,  pp.  11-12. 

4.  “A  Brief  History  of  Banks  and  Banking,”  Cleveland  Trust  Co., 

pp.  6,  9,  13-15. 

5.  Other  similar  bank  literature. 

6.  Scientific  American,  October,  1923,  article  entitled,  “Protect¬ 

ing  Our  Great  Banks,”  pp.  222-223. 

7.  Literary  Digest,  June  7,  1924,  article  entitled,  “It’s  a  Great 

Idea,  But — ,”  pp.  56-58. 

8.  “Our  United  States,”  Guitteau,  pp.  333-37,  459-60,  523. 

9.  “Trust  Companies,”  Herrick,  pp.  43-44. 

10.  “History  of  the  United  States,”  Elson,  pp.  731-32. 

11.  The  V/orld  Book,  Vol  I,  “The  Story  of  Banking,”  pp.  576-85. 

12.  The  New  International  Encyclopedia,  Banks  as  Lenders, 

p.  624;  Banking  in  the  United  States,  pp.  627-28. 

13.  Other  good  encyclopedias. 

Interpreting  Numbers  Significantly  While  Reading:  “Reading 
Mathematically”  When  pupils  read  their  problems,  they  are  inclined 
to  neglect  all  but  the  figures  involved  and  often  must  be  trained  to 
neglect  the  quantitative  elements  until  their  relationship  is  estab¬ 
lished.  On  the  contrary,  in  the  reading  done  in  newspapers,  maga¬ 
zines,  etc.,  the  reader  is  just  as  apt  to  ignore  the  quantitative  terms 
and  so  fail  to  comprehend  the  full  significance  of  the  article. 

A  teacher  gave  this  newspaper  clipping  to  the  pupils  to  read  with 
the  remark:  “I  want  you  to  find  out  how  much  attention  you  are  giving 
to  the  actual  figures  which  occur  in  a  current-events  topic.  After  you 
have  read  through  this  short  article  make  any  comparisons  which  strike 
you  as  interesting.” 

Summary  of  World  Flight 

History  of  the  world  flight,  told  in  a  few  words,  follows: 

Distance:  27,534  miles. 

Flying  Time:  14  days,  15  hours,  11  minutes. 

Speed:  76.36  miles  an  hour. 

Start:  Seattle,  Washington,  April  6,  Sunday. 

End:  Seattle,  Washington,  September  28,  Sunday. 

Average  Distance  of  Hop:  483  miles. 

Gasoline  Used:  21,060  gallons. 
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Spanned  21  countries,  21  states,  and  one  territory. 

Four  world  records  established. 

The  following  test  enabled  the  pupils  to  check  both  the  accuracy  of 
their  reading  and  the  extent  to  which  figures  are  significant: 

To  the  pupils:  Choose  the  ending  which  makes  a  true  sentence. 

1.  The  average  speed  was  about  (a)  75  miles  an  hour. 

(b)  175  miles  an  hour. 

2.  The  time  the  men  were  actually  flying  was  (a)  six  months. 

(b)  one  month. 

(c)  one-half  month. 

3.  The  time  the  men  were  away  was  about  (a)  six  months. 

(b)  two  months. 

4.  The  distance  traveled  was  about  (a)  7,000  miles. 

(b)  27,000  miles. 

(c)  20,000  miles. 

5.  The  mileage  obtained  by  each  plane  was  (a)  4  miles  per  gallon. 

(b)  1  1-3  miles  per  gallon. 

(c)  not  given. 

Reading  in  Science 

Purposes  of  reading  in  science.  The  general  interest  in  science 
which  is  evidenced  by  school  pupils,  particularly  those  in  upper 
grades,  leads  inevitably  to  a  variety  of  forms  of  extra-class  reading. 
In  this  field  the  reading  that  is  done  may  or  may  not  be  in  connec¬ 
tion  with  work  that  is  being  done  in  the  school.  If  it  is  in  connection 
with,  or  because  of,  school  work,  it  is  a  distinctive  addition  thereto, 
and  it  is,  moreover,  an  evidence  of  the  value  of  that  school  work. 
It  forms  a  definite  proof  that  at  least  some  of  the  work  of  the 
school  is  meeting  the  life  problems  of  its  pupils.  Even  if  it  is  not 
a  part  of  the  formal  portions  of  school  activity,  it  is,  nevertheless, 
valuable  and  might,  or  should  be,  utilized  by  the  resourceful  teacher. 

The  reading  in  science  may  run  a  gamut  from  a  most  extensive 
form  of  pleasurable  reading  on  the  one  hand  to  a  most  intensive 
type  of  concentrated  and  work-type  reading  on  the  other  hand.  Of 
these,  the  pleasurable  form  of  reading  is  in  all  probability  the  more 
prevalent  among  adults  as  well  as  among  school  children.  It  is  an 
evidence  of  a  general  scientific  interest  in  an  age  when  science  is 
assuming  an  ever  greater  and  wider  relationship  to  daily  living. 
There  is  no  particular  objective  in  this  reading,  save  recreation. 
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The  mediums  through  which  it  is  carried  on  are  those  of  the  popular 
magazines  relating  to  science,  magazines  which  stress  the  new  and 
which  are  profusely  illustrated.  Among  these  are  such  journals  as 
Popular  Mechanics,  Popular  Radio,  Popular  Science,  and  the  like. 

Of  the  more  intensive  forms  of  work-type  reading,  there  is  evi¬ 
dence  to  show  that  such  reading  is  fairly  widespread  among  chil¬ 
dren  of  school  age,  particularly  among  those  of  twelve  years  and 
older.  This  type  of  reading  is  motivated  by  some  special  form  of 
interest,  and  the  extent  of  the  reading,  as  well  as  its  value  from  an 
educational  standpoint,  is  determined  in  all  probability  by  the 
strength  of  that  interest.  The  work  of  Boy  Scouts,  for  example, 
particularly  when  that  work  is  on  a  high  plane,  is  conducive  to  read¬ 
ing  of  this  type.  Boys  speak  of  “working”  for  Merit  Badges  in  a 
very  true  sense,  and  the  reading  that  is  involved  includes  much 
work-type  reading  in  science.  The  Merit  Badges  in  “Electricity,” 
“Automobiling,”  “Signaling,”  “Public  Health,”  “Personal  Health,” 
“First  Aid,”  and  the  like,  necessitate  a  large  amount  of  reading  in 
science — reading  that  is  in  terms  of  a  definite  and  distinct  purpose, 
and  reading  that  is  accompanied  by  activities  designed  to  make  it 
effective.  In  a  somewhat  less  extensive  field  the  work  of  boys,  in 
general,  in  radio  serves  the  same  end,  and  through  this  type  of 
intensive  reading  many  boys  have  acquired  an  extraordinarily  tech¬ 
nical  vocabulary  and  a  familiarity  with  scientific  facts  concerning 
radio  and  electricity  that  would  be  difficult  to  parallel  in  any  of 
the  school  work  that  is  done  with  pupils  of  like  age.  It  is  signifi¬ 
cant,  however,  that  the  independent  reading  which  is  thus  carried 
on  by  pupils  is  usually  reading  about  construction  and  activity;  it 
is  seldom  the  theoretical,  textbook  type  of  reading. 

Intensive  Reading  Relative  to  a  Problem,  in  General  Science 

The  work-type  reading  which  pupils  must  do  in  order  to  solve 
the  problems  of  general  science  is  of  two  distinct  types.  First,  they 
must  be  able  to  comprehend  factual  material  which  they  read.  This 
comprehension  involves  understanding  the  vocabulary,  being  able  to 
apply  principles,  to  draw  inferences,  to  relate  what  is  read  to  experi¬ 
ences,  and  to  suggest  new  problems.  Second,  pupils  must  be  able  to 
read  the  directions  of  an  experiment  so  that  they  may  carry  it  out. 
In  the  illustrative  material  which  follows,  the  relationship  which 
exists  between  independent  study  and  reading  is  demonstrated. 
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When  material  is  so  organized  that  pupils  are  under  the  necessity 
not  only  of  reading  but  also  of  assimilating,  when  pupils  must  read 
and  check  their  own  performances,  when  all  pupils  participate  ac¬ 
tively,  independent  study  is  accomplished. 

In  the  general  plan  of  this  course  the  pupils  work  independently 
through  one  problem  and  then  discuss  together  the  exercises  and 
topics  assigned.  Pupils  are  able  to  accomplish  varying  amounts  of 
work  and  the  teacher  is  able  to  make  a  careful  analysis  of  the 
pupils’  difficulties  and  to  assist  them  accordingly. 

The  general  heading  of  the  unit  from  which  this  illustration  was 
taken  is  “How  Our  Homes  are  Lighted.” 

To  the  students:10  At  the  beginning  of  each  problem  of  this  course 
you  will  find  several  questions  and  exercises.  These  will  help  you  to 
recall  what  you  already  know.  You  may  be  asked  to  answer  them  in 
class  or  in  your  notebook.  If  you  cannot  do  all  of  them  at  the  start, 
do  those  which  you  can.  Later  you  can  go  back  and  complete  all  of 
them.  Most  of  these  questions  were  asked  by  girls  and  boys  in  other 
classes.  It  will  be  interesting  to  see  how  many  you  can  do  before  studying 
the  unit  and  also  to  see  how  soon  you  can  complete  all  of  them. 

For  each  problem  of  the  larger  unit  which  is  to  be  solved  you  will  find 
interesting  reading  material  and  experiments.  The  exercises  at  the  end 
of  each  problem  will  give  you  an  opportunity  to  show  how  well  you 
understand  it.  When  you  are  sure  you  can  do  the  exercise,  put  your 
books  away  and  do  it. 

When  you  have  finished  all  of  the  exercises  at  the  end  of  each  problem, 
and  feel  sure  that  you  fully  understand  the  unit,  prepare  yourself  to 
talk  on  the  list  of  recitation  topics  given  by  the  teacher.  Use  the  black¬ 
board  to  illustrate  what  you  say  or  you  may  want  to  perform  an  experi¬ 
ment  before  the  class  to  make  your  speech  clear.  These  are  for  the 
rapid,  careful  students  and  are  good  tests  to  see  if  you  can  use  the! 
knowledge  gained.  These  problems  you  may  undertake  in  the  library, 
at  home,  or  in  the  science  room  after  school.  By  completing  several 
worth-while  projects  during  the  year  you  will  show  that  you  have  ability 
to  do  things  by  yourself.  Great  scientists  sometimes  work  months  or 
years  or  even  a  life-time  to  solve  a  problem.  To  work  for  yourself 
requires  originality,  initiative,  stick-to-itive-ness  and  ability. 


10  These  directions  for  study,  which  are  mimeographed  and  given  to 
pupils  to  read,  are  an  adaptation  of  the  plan  used  by  Mr.  Beauchamn 

mwflwSTSpn  Un.lversity  High  School,  the  University  of  Chicago. 

.  Wilbur  T.  Beauchamp,  A  Preliminary  Experimental  Study  of  Tech¬ 
nique  m  Mastery  of  Subject  Matter  in  Elementary  Science .”  Educational 

S»a.;^.2l4^hiCag0;  Departm“‘  °£  «*“«“■  UnivSfol 
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How  Were  Electric  Light  Bulbs  Invented  and  Improved ? 
Pre-view  Questions 

What  changes  have  you  observed  in  the  newest  electric  light  bulbs? 
How  many  different  candle-power  bulbs  are  there? 

Why  do  some  bulbs  burn  out  so  quickly? 

In  what  way  are  radio  bulbs  like  electric  light  bulbs? 

What  is  the  difference  between  arc  lights  and  bulb  lights? 

General  Assignment 

1.  Find  out  when  and  by  whom  it  was  first  discovered  that  elec¬ 

tricity  would  run  through  a  wire. 

“Stephen  Gray,”  Stories  of  Great  Inventions,  Bums,  p.  44. 
“Ben  Franklin,”  Stories  of  Great  Inventions,  Burns,  p.  46. 
Galvani’s  experiments,  Stories  of  Great  Inventions,  p.  50, 
also  encyclopedias  under  “Galvani.” 

Volta’s  experiments,  Bedford’s  General  Science,  p.  257  and 
Stories  of  Great  Inventions,  p.  53,  also  encyclopedias  under 
“Volta.”  Perform  experiment  on  p.  362,  Civic  Science  in  the 
Home. 

2.  Find  out  why  it  is  that  electricity  makes  some  wires  red  hot 

or  white  hot  when  it  runs  through  them. 

See  the  topic  “Electrical  resistance”  in  Science  of  Everyday 
Life,  Van  Buskirk  and  Smith,  p.  267,  also  problem  13, 
part  1,  p.  254. 

Common  Science,  Washbume,  p.  230. 

Civic  Science  in  the  Home,  Hunter  and  Whitman,  p.  355. 

3.  Find  out  how  Edison  experimented  with  carbon  wires. 

Stories  of  Great  Inventions,  p.  121,  also  encyclopedias 
under  “Edison.” 

4.  Find  out  why  tungsten  wires  were  substituted  for  carbon 

filaments  in  1907  and  since. 

Civic  Science  in  the  Home,  p.  248,  also  graph,  p.  247. 

Test 

When  you  have  read  the  references  and  performed  the  experiment, 
this  test  will  tell  you  how  well  you  have  understood  and  remembered 
what  you  read.  After  you  have  filled  in  the  blanks,  the  teacher  will  sup¬ 
ply  the  key  so  that  you  can  score  yourself. 

1.  The  man  who  first  found  that  silk  and  hemp  threads  would 

conduct  electricity  was  - . 

2.  The  man  who  first  found  out  that  lightning  is  electricity 

was  - . 

3.  The  man  who  learned  something  about  electricity  while  he  was 

dissecting  a  frog  was  - . 
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4.  The  man  who  made  the  first  battery  out  of  disks  «f  metal 

was  - . 

5.  Was  this  a  dry  or  wet  battery? - . 

6.  What  metals  did  you  use  in  making  the  wet  battery  cell? 


7.  What  substance  did  you  dissolve  in  the  water? - . 

8.  Which  will  heat  up  quicker  if  an  electric  current  is  sent 

through  it,  a  thin  wire  or  a  thick  wire  of  the  same  mate¬ 
rial?  - . 

9.  What  kind  of  metal  heats  up  quicker  than  most  others? - 

10.  In  order  to  make  a  wire  red  or  white  hot,  do  we  want  to  make 

it  easy  for  the  electricity  to  run  through  it  or  to  make  it 
hard?  - . 

11.  What  did  Edison  make  his  first  successful  filament  out  of? 


12.  What  did  he  finally  select  to  make  these  carbon  filaments  from 

after  spending  thousands  of  dollars  and  searching  all  over 
the  earth?  - . 

13.  Carbon  filaments  have  given  way  to  what  metal  which  is  used 

most  widely  to-day  in  incandescent  bulbs?  - . 

14.  Why  is  this  new  metal  better  than  carbon  for  this  purpose? 


Topics  for  class  reports 

These  topics  you  are  to  prepare  for  discussion  before  the  class  after 
you  have  completed  the  regular  assignment. 

1.  Why  old  bulbs  had  tips;  why  they  can  make  them  now  without. 

2.  Why  the  wires  which  lead  into  the  top  of  the  bulb  through  the 

fiat  glass  part  are  not  made  of  tungsten. 

3.  Discuss  the  best  kind  of  light  for  reading. 

4.  Use  the  information  you  have  gained  from  your  reading  if  you  care 

to  enter  the  “Home  Lighting  Contest.” 

5.  Explain  to  the  class  how  to  read  an  electric  light  meter. 

6.  Take  a  light  bulb  apart  and  explain  the  parts  to  the  class. 

Acquiring  and  testing  technical  vocabulary.  The  following  test 
might  be  used  as  a  class  assignment  to  stimulate  pupils  t®  read 
carefully  and  to  attack  a  definition  task  independently.  Pupils 
should  thus  come  to  see  that  definitions  are  best  acquired  through 
application  and  use  and  not  by  means  of  rote  memory.  Such  a  test 
might  also  be  used  as  a  means  of  review. 

To  the  pupil:  There  are  four  forces  which  cause  things  to  act  in  cer¬ 
tain  ways.  Here  are  the  names.  By  reading  what  is  told  you  in  these 
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four  definitions,  see  if  you  can  determine  the  name  of  the  force  which 
should  be  written  in  each  of  the  blank  spaces  below.  You  are  to  read  and 
re-read  as  often  as  is  necessary  while  you  work. 

A.  Gravitation  is  a  pull  force  that  all  bodies  exert  toward  each 

other;  most  noticeable  in  the  behavier  of  small  bodies 
toward  those  much  larger. 

B.  Cohesion  is  the  attraction  that  molecules  of  the  same  substance 

have  for  each  other. 

C.  Adhesion  is  the  attraction  of  molecules  of  one  substance  for 

those  of  another  substance. 

D.  Centrifugal  force  is  the  force  which  tends  to  make  objects 

which  are  moving  on  a  curve  shoot  off  outside  the  curve. 

Now  state  which  forces  cause  the  following: 

1.  The  earth  goes  around  the  sun  because  of  the  balance  between 

-  and  - . 

2.  You  can  write  on  the  blackboard  with  chalk  because  of 


3.  On  a  curve  the  outer  rail  of  a  railroad  track  is  higher  than 

the  inner  rail  to  prevent  an  accident  due  to - . 

4.  It  is  difficult  to  flatten  out  a  drop  of  mercury  on  the  table 

because  in  this  case - is  stronger  than - . 

5.  Water  wets  your  hand  because  of - . 

6.  Water  runs  down  hill  because  of - . 

7.  If  a  whirling  wheel  flies  to  pieces,  it  is  because  _  is 

stronger  than - . 

8.  A  top  will  keep  spinning  as  long  as  the  two  forces  - 

and - are  the  same. 

9.  Clothes  can  be  dried  in  a  whirling  metal  basket  because  of 


10.  It  is - that  gives  things  weight. 

Now  test  yourself  to  see  if  you  can  write  the  definitions  at  the  top  of 
the  page  on  another  piece  of  paper. 

Industrial  Arts  and  Reading 

Types  of  reading  in  industrial  arts.  This  is  a  field  in  which  the 
place  of  reading  is  frequently  overlooked.  Too  few  teachers  realize 
the  importance  of  such  reading  as  will  supply  informational  back¬ 
ground.  The  relationship  of  the  workman  to  his  fellowman;  the 
economic  status  of  certain  fields  of  labor;  the  health,  safety,  and 
physical  development  of  the  workman — all  such  material  should 
constitute  an  important  part  of  the  industrial  arts  course.  That 
workmen  should  be  able  to  read  their  trade  magazines  is  an  impor- 
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I  ant  trade  asset.  The  following  books  are  given  as  reference  books 
to  be  used  by  a  class  which  is  doing  simple  electrical  repair  work : 

Practical  Electricity  for  Beginners,  Willoughby.  Manual  Arts 
Press,  Peoria,  Illinois. 

Mechanics  of  the  Household,  Keene.  McGraw  Hill  Book  Co. 

Electrical  Construction.  Timbie.  John  Wiley  &  Sons. 

Automotive  Repairs,  Vol.  II,  Electric  Service  Work,  Wright. 
J.  Wiley  &  Sons. 

Building  Code  of  the  National  Board  of  Fire  Underwriters.  New 
York. 

City  Building  Code  and  the  Rules  and  Regulations  Governing 
Electrical  Installation,  Inspection  Dept.,  City  Hall. 

Electricity  for  Beginners.  Harper  Bros. 

Magazines,  newspaper  items. 

Catalogues  and  advertising  matter. 

Salvage  materials  used  for  illustrations. 

In  addition  to  this  reading  of  informational  material,  another 
type  of  reading  must  be  done  when  pupils  work  from  the  job  sheet. 
The  use  of  printed  job  sheets  became  general  when,  during  the  war, 
workmen  had  to  be  trained  quickly  and  intensively.  The  slow  method 
of  giving  oral  instructions  to  large  groups  simultaneously  and  of 
delaying  further  instructions  until  the  whole  class  was  ready  to 
progress,  thus  gave  way  to  individual  progress  which  depended 
largely  upon  ability  to  interpret  printed  directions. 

A  typical  job  sheet  is  given  here  because  it  illustrates  another 
possibility  of  the  written  assignments  of  work.  Such  assignments 
necessitate  careful  reading  and  also  provide  a  means  of  the  indi¬ 
vidual  attention  on  part  of  the  teacher  and  of  individual  progress 
on  the  part  of  the  pupils. 


Job  Sheet  No.  6 


Mechanical  Drafting 
Eighth-Grade  Industrial  Arts 


THE  JOB  To  make  a  working  drawing  of  an  object  that  requires  only 

one  view. 

Materials  Regular  drawing  equipment  and  paper, 
and  Tools 

Procedure  (Read  the  entire  instructions  and  be  sure  you  can  answer 
the  questions  at  the  end  before  starting  to  work.) 


RELATION  TO  OTHER  SCHOOL  SUBJECTS 


139 


1.  Place  paper  on  board,  draw  border  lines  and  fill  in  title  space. 

2.  Locate  the  center  of  the  working  space. 

a.  The  working  space  is  the  area  or  space  above  the  title 
block  in  which  the  drawing  is  to  be  placed.  This  is 
determined  by  extending  the  top  line  of  the  title 
block  with  the  tee  square  to  the  left-hand  border 
line  and  making  a  short  line  at  “A,”  Fig.  I,  thus 
forming  the  rectangle  ABDE.  With  the  tee  square 
as  a  straight  edge,  draw  two  diagonals  intersecting 
at  a  point  “C,”  as  in  Fig.  I.  This  is  the  exact  center 
of  the  working  space. 

3.  To  plan  the  location  of  view  with  respect  to  the  center  of  the 

working  space. 

a.  Observe  that  this  drawing  has  only  one  view  showing 

length  and  width  of  the  templet  and  that  the  thick¬ 
ness  is  indicated  by  a  note. 

b.  Observe  that  the  length  of  the  templet  is  7 ^  inches  and 

the  width  is  5%  inches.  The  top  line  of  the  drawing 
will  be  2%  inches  (l/2  of  5%)  above  and  the  bottom 
line  will  be  2%  inches  (J4  of  5%)  below  the  center  of 
the  working  space  “C.”  The  left  lobe  of  the  drawing 
will  be  3%  inches  (%  of  7^4)  to  the  right  and  left 
of  the  center  “C,”  as  shown  in  Fig.  II.  These  lines 
will  locate  the  position  of  the  front  view  of  the  ob¬ 
ject  that  you  are  to  draw,  which,  in  this  case,  is  a 
templet. 

4.  To  Make  the  Drawing. 

a.  Measure  horizontal  and  vertical  dimensions  as  indicated 

in  Fig  I,  placing  dots  as  shown  in  Fig.  III. 

b.  Draw  light  horizontal  and  vertical  lines  through  the 

dots  just  made,  as  shown  in  Fig.  IV. 

c.  Complete  the  outline  and  erase  all  construction  lines,  as 

shown  in  Fig  V. 

d.  Put  in  dimension  lines  (how  heavy?),  extension  lines 

(how  heavy?),  arrow  heads  (how  heavy  and 
where?)  and  figures  shown  in  Fig.  I. 

Questions: 

Why  is  it  advisable  to  center  the  drawing  in  the  working  space? 

Why  is  it  necessary  to  show  only  one  view  of  the  templet? 

Do  you  think  that  you  could  make  a  templet  for  the  first  letter  in  the 
name  of  your  school,  from  which  you  could  cut  felt  letters  for  arm 
bands? 
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Summary 

Every  chapter  of  this  report  has  attempted  to  emphasize  the  fact 
that  reading  is  not  a  separate  curricular  activity  but  is  a  tool  by 
which  subject  matter  in  all  fields  is  interpreted  and  experienced. 

This  chapter  calls  particular  attention  to  the  intimate  relationship 
between  this  tool  and  the  purposes  for  which  the  pupil  studies 
geography,  history,  mathematics,  industrial  arts,  and  other  school 
subjects. 

The  difficulty  which  constantly  confronts  the  teacher  is  to  keep 
the  reading  skills  sufficiently  in  the  foreground  that  they  may  be 
improved  and  refined,  yet  at  the  same  time  to  make  them  subservi¬ 
ent  to  the  real  interests  and  larger  purposes  for  which  pupils  read 


CHAPTER  VI 

THE  RELATION  BETWEEN  READING  AND  LITERATURE 


Purpose  of  this  section  of  the  report.  As  with  other  content 
subjects  discussed  in  Chapter  V  of  this  report,  the  teaching  of 
literature,  in  the  more  restricted  meaning  of  the  term,  presents 
special  problems  which  have  to  be  considered  in  a  survey  of  reading. 
Literature  has  in  the  past  been  most  often  taught  by  analytic 
methods  supposedly  or  actually  appropriate  for  reading  as  study. 
The  chief  purpose  of  this  chapter  is  to  present  the  need  for  a  portion 
of  the  school  day  devoted  entirely  to  recreational,  as  distinguished 
from  work-type  reading.  It  will  include  a  discussion  of  the  following 
points:  (a)  the  purposes  of  literature  in  the  school  program; 
(b)  the  principles  for  selecting  literature  for  grades  and  high 
schools;  and  (c)  the  principles  of  effective  method  in  teaching 
literature. 

I.  What  are  the  Values  op  Literature  in  School  and  in  Life? 

A  statement  of  aims.  Teachers  have  always  professed  to  be  con¬ 
cerned  with  the  relation  of  literature  to  ideals  and  attitudes, 
appreciation,  and  conduct.  Yet  in  reality  the  teaching  of  the  subject 
has  been  chiefly  concerned  either  with  the  memorizing  of  facts  to 
be  discovered  in  literature  or  about  it,  or  with  a  narrow  and  coldly 
analytic  study  of  the  mechanism  of  words,  rhythms,  figures  of 
speech,  and  like  elements  of  structure.  Dr.  Hosic’s  study1  has  shown 
that  the  net  result  of  such  teaching  has  been  loss  and  not  gain  in 
appreciation.  All  teachers  should  examine  the  accepted  purposes 
of  teaching  literature  as  presented  in  that  study.  They  should,  in 
particular,  read  and  criticize  the  stenographic  reports  of  lessons  in 
that  book,  discover  their  own  portraits,  and  analyze  the  effect  they 
are  actually  producing  by  their  work.  It  seems  clear  from  Dr.  Hosie’s 
data  that  the  analytic  study  of  literature  which  has  prevailed  in 
the  past,  and  much  of  the  notes,  questions,  and  other  editorial 
apparatus  in  school  texts,  have  worked  directly  against  our  best 
conceived  and  accepted  purposes  of  teaching  this  subject. 

1  J.  F.  Hosic,  Empirical  Studies  in  School  Reading.  Teachers  College 
Contributions  to  Educational  Theory,  Columbia  University,  New  York 
City,  1921. 
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Literature  as  a  means  of  fuller  living.  By  viewing  our  problem 
in  the  light  of  the  real  purposes  of  literature  we  can  perhaps  get 
the  problem  in  perspective.  The  finest  and  most  inclusive  statement 
of  the  value  of  literature  is  probably  that  it  may  make  our  expe¬ 
rience  deeper,  wider,  and  more  satisfying.  It  may  help  us  see  our 
own  lives  and  surroundings  as  more  fresh  and  interesting;  it  may 
also  help  us,  by  recombining  the  elements  in  our  past  experience, 
to  live  imaginatively  in  different  times  and  countries  and  in  char¬ 
acters  otherwise  remote  from  our  understanding  and  sympathy. 
This  is  here  suggested  as  the  most  basic  and  satisfactory  statement 
of  our  aims  and  purposes  in  this  field.2 

That  such  results  can  indeed  come  from  books  is  a  matter  of 
common  experience.  “When  the  constituents  of  situations  are 
familiar,  it  makes  relatively  little  difference  in  understanding 
whether  one  observes  directly  under  the  eyes  of  sense  or  indirectly 
through  the  eyes  of  language.’’3  Everyone  who  has  truly  lived 
in  a  great  book  has  come  to  a  fairer  view  of  his  own  surroundings, 
of  his  own  actions  and  motives  and  those  of  his  contemporaries. 
“The  curriculum  is  not  books,  but  experiences.  The  educational  value 
is  always  what  happens  in  one  when  he  reads.”  Through  acquainting 
pupils  with  the  greatest  and  finest  sources  of  genuine  experience 
during  the  hours  of  recreation  and  true  enjoyment  in  school,  we 
can  surely  and  wholesomely  stimulate  their  interest  in  the  life  to 
be  lived  in  books  and  broaden  their  interests  to  include  new  and 
excellent  types  of  experience  everywhere.  But  such  guidance,  to 
be  effective,  must  probably  be  done  without  moralizing  and  pointing 
out  ideals;  the  essential  point  is  to  let  the  great  book  alone  or  at 
most  constructively  to  help  it  exert  its  own  influence  upon  the  reader. 

The  revelation  of  the  range  of  experience  is  clearly  wider  and 
deeper  than  appreciation  of  beauties  of  style  and  subtleties  of 
rhythm  which  have  often  been  the  staple  of  courses  in  literature. 
As  to  developing  appreciation  of  literature  itself,  we  may  safely 
assume  this  as  an  inevitable  by-product  and  result  of  right  attention 


2  This  point  is  well  presented  in  Chapter  I  of  Dewey’s  Reconstruction 
in  Philosophy  (Holt,  1921)  and  in  Chapter  XVIII  of  Franklin  Bobbitt’s 
The  Curriculum  (Houghton  Mifflin,  1918).  See  also  the  study  by  Dr. 
Hosic  referred  to  above,  and  Chapters  I,  II,  and  IV  of  Leonard’s  Essen¬ 
tial  Principles  of  Teaching  Reading  and  Literature  (Lippincott,  1922). 

3  Franklin  Bobbitt,  The  Curriculum.  P.  226.  Boston :  Houghton  Mifflin 
Co.,  1917. 
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to  the  substance  of  literature — real  experience.  Such  attention  to 
the  best  purposes  of  literature  in  a  broad  sense  may  indefinitely 
extend  the  range  and  scope  of  pupils’  interests.  They  may  come  thus 
to  “find  common  elements  in  various  lands  and  times,  and  grow 
to  much-needed  world  understanding  and  sympathy.”4 

How  to  reach  the  proposed  objectives.  Such  purposes  are  generally 
accepted  as  valid;  they  appear  in  courses  of  study  and  in  introduc¬ 
tions  to  texts.  Means  of  reaching  them  in  detail  are  more  contro¬ 
versial,  and  except  for  Dr.  Hosic’s  work  already  referred  to,  have 
not  been  made  the  subject  of  genuinely  experimental  study.  The 
points  in  the  remainder  of  this  chapter,  therefore,  and  particularly 
those  as  to  teaching  procedures,  are  presented  as  tentative  con¬ 
clusions  only.  Save  where  specific  studies  are  referred  to,  they 
attempt  to  give  the  consensus  of  the  best  current  opinion,  and  are 
subject  to  correction  as  a  result  of  valid  experimentation. 

It  is  suggested  first  of  all  that  real  literature  is  most  appreciated 
and  makes  its  best  contribution  when  it  is  approached  in  a  recrea¬ 
tional  mood  of  curiosity,  and  not  in  the  way  of  study  and  work. 
Moreover,  by  the  definition  we  have  given,  many  records  of  actual 
experience  in  science  and  history  should  be  included  in  these 
literature  readings,  as  well  as  fiction,  plays,  and  poetry.  These 
are  usually  and  rightly  considered  part  of  the  work  in  other  school 
subjects.  But  it  is  equally  necessary  to  include  them  in  the  literature 
period  for  the  specific  purpose  of  extending  children’s  range  of 
enjoyment — letting  them  have  various  sorts  of  fun  with  their 
minds.  Out  of  such  reading  experiences  may  arise  many  of  the 
interests  and  motives  on  which  permanent  habits  of  reading  are 
based.  In  so  far  as  we  can  meet  varieties  of  interest  in  this  way 
and  not  compel  boys  who  are  more  interested  in  popular  science 
to  read  lyric  poetry,  we  have  more  hope  of  developing  a  generation 
of  people  deeply  interested  in  the  experience  to  be  met  in  books. 

II.  The  Selection  of  Literary  Materials 

Types  of  literature.  The  principles  for  selecting  books  for  reading 
and  literature  are  treated  further  in  Chapter  VII  of  this  report. 
It  is  here  sufficient  to  emphasize  that  the  enjoyment  of  real  expe- 

4  Franklin  Bobbitt,  The  Curriculum.  P.  224.  Boston:  Houghton  Mifflin 
Co.,  1917. 
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rience,  and  not  any  vocational  or  utilitarian  end,  should  alone 
dictate  our  selection  of  books  for  the  literature  hour,  in  classroom, 
library  or  home.  In  fact,  we  shall  come  nearer  our  aim  in  this  field, 
the  more  we  stress  just  hearty  enjoyment  as  our  basic  and 
central  aim. 

There  are,  however,  several  sorts  of  literary  enjoyment  and 
of  books  that  feed  such  enjoyment.  Five  types  may  be  cited  here: 

1.  Books  which  are  true  to  fact,  but  uninteresting  save  as  sources 
for  looking  up  facts;  for  example,  the  Census  Abstract  and  World 
Almanac,  encyclopedias,  and  most  textbooks.  These  obviously  have 
no  claim  to  rank  as  literature. 

2.  Books  that  are  true  to  fact,  really  interesting,  excellently  hand¬ 
written,  as  Parkman’s  Jesuits  in  America  and  Ernest  Baynes’  The 
Sprite.  These,  as  broad  extenders  of  interest  through  providing 
genuine  experiences,  have  every  right  to  a  place  in  the  literature 
period.  They  need  the  vise  of  subject-matter  specialists — in  the  case 
of  a  children’s  encyclopedia,  for  example — before  we  accept  them  as 
accurate. 

3.  Books  which  are  really  interesting  and  which,  though  they 
do  not  report  what  actually  happened,  have  the  still  more  significant 
virtue  of  truth  to  human  experience — which  are  real  and  true  to 
life,  though  not  actual.  The  best  fiction,  drama,  and  poetry,  from 
Robinson  Crusoe  and  Oedipus  the  King  to  The  Mill  on  the  Floss  and 
Saul  and  Lulu  Vollmer’s  Sun-up,  satisfy  these  requirements.  To  find 
the  books  in  this  group  which,  to  the  pupils  in  our  class,  are  real 
and  genuinely  compelling,  is  the  major  task  of  the  literature  teacher. 

4.  Those  which  pretend  to  be  true  to  life  or  to  fact  but  are 
neither,  e.  g.,  Curwood’s  Partners  of  the  Wilds,  the  novels  of  Wright, 
Alger,  Porter,  and  most  of  the  war  verse  of  the  Vigilantes’  Book. 
It  is  the  business  of  literature  teachers  to  discover,  and  by  open- 
minded  discussion  and  comparison  with  reality  to  reveal,  the  hollow 
pretensions  of  such  books.  So  long  as  pupils  try  to  use  the  expe¬ 
riences  these  present  as  valid  pictures  of  life,  they  are  certain  to 
misunderstand  reality  in  one  way  or  another ;  but  the  harm  of  such 
books  is  little  so  soon  as  they  are  seen  to  be  untrue. 

5.  Those  which  make  no  pretense  to  being  other  than  fanciful. 
A  Midsummer  Night’s  Dream  and  all  fairy  lore  and  myths — though 
once  credited  as  truth — humorous  stories  like  those  told  by  Bill  Nye 
and  Owen  Wister’s  Virginian,  and  nonsense  verse,  are  of  this  type. 
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They  are  matter  for  hearty  enjoyment;  we  need  more,  particularly, 
of  fun  and  nonsense  in  most  literature  hours  in  the  grades. 

Literature  for  the  primary  and  intermediate  grades.  The  child’s 
first  story  interest  often  lies  in  perfectly  matter-of-fact  statements 
of  what  he  does  every  day — accounts  of  the  actual  and  familiar, 
as  in  the  Here  and  Now  Story-Book.  This  grows  later  to  liking  of 
tales  like  Little  Women  and  verse  like  Riley’s.  On  a  lower  level, 
the  literature  of  platitude — the  local  items  in  village  papers,  many 
magazine  stories,  newspaper  writers  like  George  F.  Adams  and 
Edgar  A.  Guest,  and  collectors  of  memory  gems  feed  this  demand 
constantly  and  flatly.  The  vogue  of  platitude  indicates  that  people 
who  like  it  have  never  grown  beyond  an  early  stage;  they  enjoy 
a  mill-round  of  feeling  over  and  over  again  the  same  sensory  impacts 
and  emotions. 

The  child  of  four  or  five  years  enjoys  elements  of  wonder  mixed 
with  reality,  but  these  must  always  be  in  some  fashion  realized  or 
experienced  if  they  are  to  have  any  meaning  or  give  any  pleasure. 
To  the  small  child  any  wonder  is  possible,  for  he  sees  incredible 
things  all  the  time  about  him.  No  deliberate  suspension  of  belief 
enables  him  to  take  pleasure  in  the  adventures  of  Gulliver  or  Sinbad 
or  Rip  Van  Winkle,  but  whole-hearted  and  happy  acceptance.  In 
the  primary  and  intermediate  grades  there  seems  to  be  no  harm 
whatever  in  the  child’s  delight  in  improbabilities;  they  need  only 
be  decent  and  not  too  frightful.  The  one  essential  in  this  period 
for  every  schoolroom  is  ample  supplies  of  the  best  stories  the 
children  can  be  led  to  care  about,  and  every  encouragement  for  their 
free  reading  and  enjoyment.  We  need  more  beautifully  illustrated 
editions,  a  larger  range  of  subjects,  and  more  catholicity  of  enjoy¬ 
ment.  Probably  our  teaching  of  literature  has  more  often  failed 
because  of  niggardly  lack  of  fine  materials  than  for  any  other 
reason.  Chapter  VII  of  this  report  makes  possible  a  wide  and  happy 
choice.  The  range  should  be  from  the  delightful  nonsense  of  Mother 
Goose  as  far  as  children’s  tastes  and  interests  will  lead  them;  but 
it  will  rarely  extend  beyond  a  keen  interest  in  incredible  adventure, 
the  fun  of  Lewis  Carroll  and  “Dr.  Dolittle,”  and  the  strangeness  or 
homelikneness  of  child  life  and  animal  behavior  in  various  places.5 
There  is  rarely  much  genuine  interest  in  the  sort  of  literary  staple 


*  See  the  lists  of  materials,  Ch.  VII. 
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most  frequently  found  in  school  literature-books,  namely,  poems  of 
the  seasons  and  flowerets  and  birdies. 

As  we  noted  earlier  in  this  discussion,  the  literature  courses 
for  either  grade-school  or  high-school  pupils  need  to  provide  few  or 
none  of  the  usual  “editions”  of  classics  with  scholarly  annotations; 
these  make  a  book  neither  literature  nor  anything  else.  It  is  par¬ 
ticularly  important  also  that  the  books  for  our  reading  shelves 
and  outside  reading  are  really  attractive  in  appearance.  The  evidence 
so  far  gathered  seems  to  show  that  good  make-up  and  binding 
greatly  increase  the  chances  of  books  being  read  and  enjoyed,  and 
conversely  that  cheap  and  poor  editions  prevent  excellent  books 
from  becoming  known.6 

Very  early,  children’s  keen  interest  in  real  things  leads  them 
naturally  to  question  the  actuality  of  stories.  While  some  pupils  in 
a  class  are  still  deep  in  the  fairy-tale  era,  others  may  be  turning 
disappointedly  from  Robinson  Crusoe  because  they  learn  that  it  is 
not  a  “true  story.”  We  should  at  all  times  meet  this  question  frankly, 
telling  pupils  that  fairy  tales  and  romance  are,  like  nonsense,  just 
for  fun,  that  Robinson  Crusoe  is  true  to  life  and  experience,  though 
the  adventure  never  really  happened  exactly  as  it  is  told,  and  that 
Kenlon’s  Fighting  a  Fire  or  Beebe’s  Jungle  Nights  is  an  excellent 
account  of  matter  of  fact.  It  is  so  essential  that  children  come  to 
understand  and  make  these  difficult  distinctions  that  our  business 
is  clearly  to  help  them  every  time. 

The  junior-high-school  years:  development  of  interest  in  real  life. 
In  the  junior-high-school  period  this  demand  for  actuality  and 
for  truth  becomes  especially  insistent.  These  are  years  of  earnest, 
sometimes  pathetic  search  after  the  truth  of  experience.  And  here 
it  is  possible  to  do  most  harm  by  wrong  recommendations  or  by 
failure  to  recommend  fine  and  great  books.  Innumerable  cheap 
stories  nourish  this  love  of  adventure,  common  to  girls  as  well  as 
to  boys,  with  impossible  instead  of  real  stories  of  boy  vigilantes, 
scouts,  motor  girls,  and  desperadoes,  of  single-handed  combats 
against  odds,  and  of  stupidly  incredible  luck.7  We  need,  of  course 


6  F1™*,$e  B,amberger,  The  Effect  of  the  Physical  Make-up  of  a  Book 
iipon  Childrens  Selection.  The  Johns  Hopkins  University  Studies  in 
Education,  No.  4.  Baltimore:  The  Johns  Hopkins  Press,  1922. 

7  Arthur  M.  Jordan,  Children’s  Interests  in  Reading.  Teachers  Col 

lege,  Columbia  University.  New  York  Citv  Bureau  ' 

Teachers  College,  Columbia  University/ 192  if'  Publications, 
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to  replace  these  with  -more  excellent  books  of  like  appeal.  One  boy 
expressed  a  common  opinion  when  he  said  Treasure  Island  was  “like 
a  dime  novel,  only  better.” 

In  particular,  it  seems  probably  that  an  apparent  exception  to 
our  statement — the  keen  zest  for  romance  on  the  part  of  adolescent 
children — is  simply  an  often  misdirected  effort  to  find  real  experience 
in  fields  utterly  foreign,  to  gain  light  upon  ideals  as  yet  misappre¬ 
hended  or  vaguely  distant.  Children  need  far  more  experience  of 
actual  and  achievable  heroism  than  teachers  have  been  giving  in  the 
dim  and  valorous  romances  of  paladins  and  mythic  heroes,  far 
better  ideals  of  human  relations  than  are  taught  in  the  stories 
of  Lancelot  and  Robin  Hood.  Like  the  untrue  books  we  have  men¬ 
tioned,  these  are  perfectly  good  so  long  as  they  are  recognized  as 
romances  and  not  taken  for  reality;  but  we  need  more  of  reality, 
too,  more  in  particular  of  such  great  stories  of  heroism  as  are  pre¬ 
sented  in  Duncan’s  Dr.  Luke  of  the  Labrador  and  Archibald 
MacMechan’s  Sagas  of  the  Sea.8 

Books  of  really  vivid  and  true  experience  are  often  best  of  all, 
in  the  senior  high  school  especially,  because  they  may  have  a  full 
measure  of  truth  and  significance  and  of  power  to  build  fine  ideals, 
and  at  the  same  time  they  are  recognizable,  because  of  their  es¬ 
sential  truth,  as  possible,  achievable  strivings.  The  great  biographies 
— as  of  Wilfred  Grenfell  and  Anna  Howard  Shaw — and  those  treat¬ 
ments  of  science  and  history  which  present  them  as  the  development 
of  human  action  and  human  thought,  are  above  all  invaluable  here. 
Children  like  to  read  of  Joan  of  Arc  or  of  Captain  Scott,  for 
example,  because  we  all  admire  the  heights  of  courage  to  which 
human  beings  ca-n  rise. 

Interest  in  human  nature  and  human  relations.  Out  of  children’s 
interest  in  types  of  goodness  and  badness  in  fairly  tales  and  breath¬ 
less  adventure  stories,  through  the  appreciation  of  individuality  of 
character  in  Stevenson’s  and  Dumas’  romances,  another  interest 
grows  toward  maturity — young  people’s  concern  with  human  nature 
and  human  relations.  This  is  developed,  beyond  mere  story-interest, 
through  the  curiosity  about  reality  which  becomes  strong  in  the 
junior-high-school  period.  But  in  these  years  this  concern  is  to  be 
touched  only  lightly  and  casually;  it  must  not  be  forced  in  the 


8  J.  M.  Dent  &  Sons,  Ltd.,  London  and  Toronto. 
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reading  of  literature  ©r  it  is  lost.  Interest  in  other  people  as 
individuals  is  a  slow-growing,  rather  adult  preoccupation.  Its 
culmination  is  the  absorption  in  biography  and  memoirs,  and  the 
interest,  by  middle-aged  people  who  can  read  and  think,  in  character 
portrayal  by  Eliot,  Shakespeare,  Galsworthy,  and  Conrad.  In  much 
the  same  way  people  turn  to  lyric  poems  for  the  best  expression  of 
human  feelings  in  the  face  of  crisis  or  beauty  or  to  renew  their 
sensibilities  of  what  is  about  them.  All  people  are  more  or  less 
intelligently  interested  in  human  nature  and  its  meeting  of  circum¬ 
stances  difficult  or  tragic,  in  the  play  of  cause  and  effect  in  human 
actions. 

Such  concern  begins  naturally  and  unforcedly  with  observation 
of  curious  persons  in  street  cars  or  ten-cent  stores.  We  should  then 
parallel  it  in  the  best  books  that  adolescent  children  can  understand 
or  care  for,  and  develop  it  to  the  full.  Such  reading  is  related  closely 
to  widening  ideals  and  to  gaining  intelligence  in  relation  to  life 
and  fellowmen. 

Truth,  significance,  and  realizable  experience.  Humor  and  fancy, 
then,  children  learn  gradually  to  discount  as  unreal;  but  we  all 
go  to  these  for  enjoyment  and  the  wholesome  relief  of  turning  away 
from  reality  occasionally.  Provided  one  is  perfectly  sure  of  what 
he  is  doing,  this  is  quite  all  right.  Aside  from  this  province  of 
romance,  however,  if  we  would  make  our  teaching  of  literature 
of  utmost  value  in  the  enrichment  of  experience,  teachers  need  to 
hold,  in  the  selection  of  books  particularly  for  high-school  children, 
to  the  principles  of  truth  and  significance.9  If  the  books  we  give 
pupils  are  not  true  to  experience,  it  is  necessary  to  realize  this 
frankly  and  to  help  them  to  do  so.  From  the  feeble  romances  of 
Curwood  and  Wright,  Myrtle  Reed,  and  Gene  Stratton  Porter,  the 
worst  harm  can  be  rooted  out  if  only  we  lead  pupils  to  see  that 
they  do  not  truly  picture  cause  and  effect  in  human  affairs. 

As  to  significance,  it  matters  greatly  that  the  writer  help  us 
see  something  new  or  see  the  familiar  in  a  new  aspect.  The  book 
that  makes  people  angry,  as  Arnold  Bennett  points  out,  is  very 
often  the  good  book  which  has  made  them  feel  and  think  unwont- 
edly.  Main  Street  may  be  closer  to  journalism  than  to  literature,  but 
it  has  present  value  and  importance  in  so  far  as  it  has  made  people 

9  S.  A.  Leonard,  Essential  Principles  of  Teaching  Reading  and  Litera¬ 
ture.  Chs.  I-VI.  Philadelphia:  J.  B.  Lippincott  Co.,  1922. 
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view  their  own  villages  and  the  small  town  of  traditional  literature 
with  a  different  eye.  We  can  follow  these  essential  principles  of 
truth  and  significance,  and  in  knowledge  of  children’s  nature  and 
needs,  select  those  books  which  are  of  real  worth  to  them  because 
they  can  themselves  build  up  afresh  and  enjoy  the  experiences. 
Thus  our  literary  selections  will  be  of  worth  and  importance. 

In  summary,  we  need  in  the  high  school,  as  in  the  grades,  very 
much  more  of  real  literature  and  fewer  “books  about  books”  and 
other  mere  texts.  We  need  more  books  of  genuine  interest  to 
children  and  fewer  romances  and  character  studies  and  books  of 
adult  nature-interest,  particularly  in  the  lower  grades  and  the 
junior  high  school.  The  character  of  children’s  choices  is  very  well 
reviewed  in  the  recent  articles  by  Miss  Mackintosh,10  Miss  Garnett,* 11 
and  Dr.  Lyman12  in  the  Elementary  English  Review.  Dr.  Cavins’13 
study  particularly  shows  clearly  that  general  practice  places  poems 
from  one  to  three  grades  too  early  in  the  curriculum. 

« 

Classroom  Procedure  in  the  Teaching  of  Literature 

An  essential  condition  of  literature  teaching.  In  the  literature 
classroom  everything  is  to  be  done  which  actually  tends  toward 
the  fullest  and  most  vivid  realizing  of  experience,  and  everything 
is  to  be  excluded  which  has  to  be  justified  alone  by  its  supposed 
value  as  information  to  be  remembered,  or  the  like.  Probably  more 
harm  has  been  done  in  literature  than  in  any  other  subject  by 
the  mistaken  zeal  to  secure  memorized  facts.  The  essential  principle 
here  has  been  well  stated  in  the  discussion  of  the  teaching  of 
reading  in  the  intermediate  grades:14  “The  fact  should  be 
emphasized  that  when  reading  occurs  in  connection  with  a  class 
activity,  the  reading  process  itself  is  of  secondary  importance.  If 
pupils  encounter  difficulties,  they  should  be  given  at  once  whatever 


10  Helen  K.  Mackintosh,  “A  study  of  children’s  choices  in  poetry,” 
The  Elementary  English  Review,  1  (May,  1924),  pp.  85-89. 

11  Wilma  Leslie  Garnett,  “A  study  of  children’s  choices  in  prose,”  The 
Elementary  English  Review,  1  (June,  1924),  pp.  133-137. 

12  Rollo  Lyman,  “What  poetry  shall  we  teach  in  the  grades?”  The 
Elementary  English  Review,  1  (June,  1924),  pp.  145-154. 

13  L.  V.  Cavins,  Grading  Poems  for  School  Use.  An  unpublished  doc¬ 
tor’s  thesis,  Department  of  Education,  The  University  of  Chicago. 

14  Quoted  from  another  chapter  of  this  Yearbook. 
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help  is  needed  that  the  activity  may  go  forward.  A  record  should 
be  made  of  the  types  of  difficulties  which  are  revealed  and  special 
help  provided  later  during  regular  reading  periods.” 

The  same  thing  holds  true  of  the  usual  zeal  of  teachers  and  text¬ 
book  editors  to  cumber  the  pursuit  of  genuine  experience,  valuable 
in  and  for  itself,  with  the  misapplied  purpose  of  inculcating  facts 
as  to  dates  and  sources  and  matters  of  scientific  or  historical 
exactitude.  The  more  surely  we  can  eliminate  attention  to  the 
technique  of  reading  and  to  irrelevant  data  of  other  subjects  of 
study  from  our  literature  hour,  the  more  we  shall  be  able  to 
accomplish  our  purposes  for  that  period.  This  does  not  deny  the 
obvious  fact  that  one  must  learn  to  read  literature.  As  has  been 
noted,  the  story  which  treats  of  character  is  so  different  from 
adventure  tales  that  the  approach  to  it  must  be  quite  distinct. 
So,  too,  the  reading  of  lyrics  is  an  adult  experience  which  one  must 
grow  into.  Reading  a  play  and  truly  visualizing  it  is,  as  Stevenson 
has  said,  as  hard  as  reading  a  score  in  music.  If  pupils  are  to 
learn  any  of  these  things,  we  need  to  help  them  do  so,  but  this  we 
can  do  only  by  centering  upon  the  essential  principle  suggested 
above.  Everything  which  contributes  to  the  creative  realization  of 
experience,  and  nothing  else,  is  to  be  justified. 

The  reader’s  purpose.  Any  procedure  in  literature  periods  needs 
to  be  judged  in  view  of  the  purpose  and  value  of  a  particular  book 
or  selection.  In  recreational  reading  of  Fabre’s  account  of  the 
Lycosa  spider,  the  reader’s  purpose  should  be  to  see  and  realize 
what  the  author  presents,  not  to  memorize  his  facts  or  the  sub¬ 
classifications  of  spiders.  In  reading  a  vigorous  tale  of  adventure, 
the  whole  procedure  should  be  in  keeping  with  the  swift  pace  of 
the  story,  unhindered  by  any  considerations  whatever  of  character 
study  or  theme  or  moral. 

When  the  central  idea  is  essential,  coming  at  and  understanding 
that  purpose  or  idea  should  be  the  final  objective.  In  Ivanhoe,  for 
example,  out  of  the  pageants  of  fight  and  tourney  should  emerge 
the  idea  that  here  is  a  story  of  Saxons  and  Normans  finally  settling 
down  in  unity  together.  This  children  can  be  helped  to  work  out  for 
themselves,  and  we  should  then  let  it  alone.  So  with  Silas  Marner,  in 
the  senior  high  school ;  the  book  is  not  fully  mastered  until,  from  all 
its  picturesque,  vivid  happenings,  the  author’s  central  theme 
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emerges.  The  reader  must  get  the  idea  for  himself.  But  books  with 
dearly  defined  themes  which  are  really  adapted  to  the  junior  high 
school  and  the  grades  below  it  are  rare  indeed.  Mostly  the  story, 
the  action,  the  colorful,  living  experience  is  the  thing,  and  teachers 
have  done  their  part  if  pupils  join  in  “sensing”  it  happily,  without 
any  further  stress  of  facts  to  be  remembered  or  ideals  to  be 
formulated. 

The  enjoyment  of  literature  in  primary  grades.  In  the  first  six 
grades  the  principal  objective  should  be  the  cultivation  of  habits  of 
real  enjoyment  of  books.  Here  is  no  place  whatever  for  consid¬ 
eration  of  style  or  structure  or  for  anything  save  the  happy  pursuit 
of  experience  for  its  own  sake.  It  is  pretty  plain  that  this  end  can 
be  most  fruitfully  begun  by  excellent  reading  aloud,  either  by  the 
teacher  or  happily  and  spontaneously  by  those  pupils  who  enjoy  a 
book  or  selection  and  want  to  share  their  enjoyment.  The  perfunctory 
reading  as  a  class  requirement  which  has  most  often  characterized 
literature  periods  is  unquestionably  a  tremendous  bar  to  any  true 
appreciation.  The  point  is  well  taken  that  pupils  appreciate  a  good 
piece  of  literature  better  when  they  really  interpret  it  to  others; 
but  it  is  equally  true  that  they  cannot  interpret  it  until  they  have 
themselves  in  good  measure  understood  it  and  cared  for  it.  This 
essential  has  been  most  often  overlooked  in  school  reading. 

Moreover,  since  adult  reading  of  literature  is  most  often  silent 
reading  and  we  want  to  help  children  to  do  that  well,  so  most  recrea¬ 
tional  reading  in  schools  may  well  consist  of  enjoying  books,  each 
pupil  with  his  own,  reading  silently  save  for  pleasant  chuckles  or  an 
irresistible  desire  to  show  some  good  bit  to  a  friend  or  teacher. 
Where  the  approach  to  reading  is  normal,  this  silent  reading  will 
begin  very  early,  and  it  should  be  the  prevailing  type  of  literary 
enjoyment,  save  where  help  is  actually  needed  to  interpret  and  realize 
what  is  presented,  and  this  more  often  at  the  request  of  pupils  than 
on  the  initiative  of  the  teacher. 

For  that  literature  which  is  concerned  with  emotion  and  beauty 
— poetry,  particularly,  and  poetic  prose — good  oral  reading  is  one 
route  to  natural  appreciation.  In  the  early  grades  at  least,  as  in 
a  measure  throughout  the  grades  and  the  high  school,  reading  by 
the  teacher  is  the  medium.  Wherever  children  feel  and  enjoy  a 
vivid  or  beautiful  or  funny  experience,  oral  reading,  always  one 
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of  the  best  forms  of  expression  for  their  feeling,  should  constantly 
be  stimulated  and  developed  for  the  genuine  purpose  of  sharing 
pleasure.15  This  is  the  chief  place  for  oral  reading  in  schools  to-day. 

Children  in  the  University  of  Iowa  elementary  school  heartily 
and  joyously  sing  old  English  ballads.  The  selection  is  made  up  for 
the  most  part  from  their  own  spontaneous  asking  for  those  they 
have  most  enjoyed.  Here,  again,  admirable  informal  teaching  of 
literature  is  done.  So,  too,  where  children  dramatize  in  their  ovm 
way  the  small  stories  that  they  like  best,  we  have  everything  that 
is  needed  for  our  purpose.16 

A  good  picture  of  happy,  spontaneous  enjoyment  of  literature 
is  to  be  found  in  Dorothy  Canfield’s  Understood  Betsy,  Chapter  VII, 
where  Betsy  reads  “The  Staggit  Eve”  in  the  farm  kitchen.  There  is 
no  unnecessary  intrusion  of  facts  or  details — perhaps  less  than  we 
might  well  justify;  but  there  is  a  clear  sense  of  the  experience  the 
author  wanted  to  present,  and  that  is  the  one  essential.  Reading 
aloud,  in  fine,  should  be  without  any  comment  not  genuinely  con¬ 
tributory  to  the  experience  desired.  Whatever  class  discussion 
occurs  must  never  be  in  the  form  of  recitation  designed  to  test 
whether  pupils  have  studied  the  assignment;17  it  should  never  be 
the  giving  of  predigested  information  by  the  teacher.  It  must 
always  be  a  sharing  of  real  experience.  In  so  far  as  we  meet  this 
condition,  we  achieve  the  end  of  all  teaching  of  literature.  So  when 
a  class  of  city  children  pool  into  the  common  fund  their  experiences 
on  a  farm,  with  diagrams  and  graphic  comparisons,  so  as  to  see 
the  pictures  and  feel  the  whole  of  the  experience  in  Snowbound, 
we  have  a  genuine  literary  experience  and  very  real  enjoyment.  That 
is  the  end  and  purpose  of  our  work.  One  caution,  however,  is  essential 
here :  this  does  not  mean  teaching  and  insisting  on  boresome  details 
of  long  “literary”  descriptions.  The  best  descriptions  are  short, 
in  Homer  and  Tennyson,  for  example;  poor  descriptions  are  dull 
and  long,18  and  should  be  skipped  without  hesitation. 

15  Emphasis  on  this  point  is  given  in  a  thesis  by  Principal  Reinhardt 
Ruhnke  of  Mineral  Street  School,  Milwaukee,  in  preparation  at  the 
University  of  Wisconsin,  entitled  “Investigations  into  the  Subject  of 
Reading  in  the  Milwaukee  Schools.” 

16  See  Caldwell  H.  Cook,  The  Play  Way.  London:  Heinemann  and 
Co.,  1913.  New  York:  Frederick  Stokes,  1917. 

17  See  Ch.  IX.  C 

Allen  L.  Carter,  “Did  Lessing  say  the  last  word  on  description?” 

English  Journal,  13  (June,  1924),  pp.  396-40L 
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The  basic  principle  of  literature  teaching.  All  this  may  best  be 
summed  up  in  the  principle:  The  approach  to  literature  for  real 
experience  and  enjoyment  must  never  be  analytical  and  critical;  it 
must  always  be  co-operative,  creative;  it  must  be  the  reader’s 
attempt  to  put  together  out  of  his  own  past  experience  those  pictures 
and  sounds  and  odors  the  writer  presents.  Very  rarely  has  class¬ 
room  literature-teaching  centered  on  this  aim.  Unless  it  does, 
teachers  will  continue  to  develop  distaste  for  genuine  literature 
and  turn  pupils  back  upon  the  cheap  and  shoddy.  The  real  “books 
for  all  time,”  even  when  we  succeed  in  selecting  among  them  those 
that  fit  children’s  ideas  and  interests,  are  harder  to  assimilate  than 
the  poor,  obvious  stories — the  thrillers  and  soporifics.  We  must  not 
get  in  the  way  of  the  best  books  with  quizzes  and  annotations  on 
irrelevant  details;  rather,  we  must  join  sympathetically  with  chil¬ 
dren  to  help  them  live  into  new  experiences  and  to  get  from  them 
what  is  vital  and  rich  for  each  child’s  growing  and  expanding  needs. 

It  is  important  to  develop  speed  and  delight  in  the  reading  of 
literature,  particularly  in  the  earlier  years. 

Literature  in  the  junior  and  senior  high  school.  There  is  no 
essential  difference  to  be  observed  in  the  teaching  of  literature  in 
the  junior  high  school  from  that  in  the  intermediate  grades.  Both 
should  lead  to  “experiencing  literature,”  in  the  best  sense  of  the 
word.  Children  s  interest  is  still  chiefly  in  simple  adventure  and 
humor  and  homely  everyday  happenings.  A  growing  search  for 
reality,  suggesting  a  change  of  emphasis  in  selections  used,  requires 
a  greater  wisdom  and  finesse  of  approach  in  the  junior-high-school 
years.  It  is  at  this  point  that  books  of  cheap  adventure  can  most 
easily  be  scotched’  if  we  help  children  to  see  their  impossibility. 
At  the  same  time  we  must  not  mislead  into  belief  in  incredible 
romance,  these  searchers  after  reality  and  genuinely  realizable  ideas. 

It  has  been  suggested  that  interest  in  other  people  first  appears 
as  a  definite  and  distinguishable  motive  in  the  junior-high-school 
years.  Pupils  like  to  note  Jim  Hawkins’  misreading  of  the  character 

of  the  one-legged  sailor.  They  observe  and  enjoy  various  opinions _ 

his  wife’s  and  the  children’s— of  Rip  Van  Winkle’s  character,  and 
laugh  at  the  greed  and  cowardice  of  Ichabod  Crane.  They  sometimes 
like  to  discuss  these  points — but  not  at  length — speculating  what 
the  characters  would  do  under  this  or  that  situation,  discussing 
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whether  they  are  likable  or  admirable.  One  small  boy,  speaking 
of  Godfrey  Cass’  guilty  dilemma,  said:  “Yes,  I  know  just  how  he 
felt.”  All  of  this  is  the  finest  and  most  direct  route  to  appreciating 
one’s  own  experience,  which  is  one  significant  aim  of  literature. 

But  teachers  probably  make  a  great  mistake  when  they  force 
this  note.  They  should  let  such  interpretations  grow,  enjoy  all  they 
can  of  children’s  frank  discussions;  join  in,  but  never  dominate 
with  their  own  ethical  theses.19  Again,  they  need  to  help  in  creative 
realization  and  to  keep  away  from  analysis;  otherwise,  they  often 
stop  this  desirable  growth  toward  real  appreciation  of  character 
and  conduct,  which  is  the  purpose  and  concern  of  much  of  the  finest 
fiction  and  drama  and  poetry. 

Even  more  does  the  caution  against  miscroscopic  analysis  apply 
to  the  consideration  of  style  and  manner.  Scholars  rightly  care  much 
for  these  considerations.  It  is  doubtful  if  such  appreciation  is  funda¬ 
mental  to  the  dominant  purposes  of  literature  in  schools.  Even  in 
the  senior  high  school  there  should  probably  be  little,  if  any,  atten¬ 
tion  to  form  or  manner,  save  for  those  pupils  who  want  to  write 
poetry  or  stories  themselves.  The  chief  place  for  study  of  style  is 
clearly  in  elective  courses  in  literary  composition  or  in  other  classes 
as  optional  assignments  for  those  interested. 

When,  in  reading  a  Shakespeare  play  or  a  Norse  story,  something 
of  the  background  will  help  in  realizing  and  living  the  story,  such 
matters  may  be  presented  briefly,  or  good  readers  in  the  class  may 
look  up  and  report  on  a  few  essential  details.  So  for  biography  of 
writers  and  the  history  of  literature  and  literary  types.  Very  little 
of  this  is  ever  genuinely  relevant  to  the  main  purpose  of  literature. 
Its  chief  value  is  in  elective  study  of  literature  in  college.  If  the 
historical  treatment  is  left  strictly  subordinate  to  a  sense  of  the 
experience,  made  in  itself  to  contribute  to  that  experience,  it  will 
do  little  harm.  Usually  it  has  appeared  to  stand  between  pupils  and 
great  books  and  obstructed  their  way. 

Composition  for  developing  the  purposes  of  literature.  The  best 
appreciation  of  what  literature  genuinely  is  often  comes  from  doing 
with  our  own  experiences  and  imaginations  the  same  thing  as  the 
author  did  with  his.  Little  stories  of  adventure,  humor,  and  nonsense, 


19  A.  G.  Fairchild,  The  Teaching  of  Poetry,  pp.  103  f.and  134  ff.  Bos¬ 
ton:  Houghton  Mifflin  Co.,  1917. 
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homely  every-day  happenings,  fancy,  and  imagination— all  that 
toaehes  the  pupil’s  own  life  and  experience — are  the  materials  for 
his  attempts  to  share  his  enjoyment  or  excitement.  Any  normal 
child  can  be  helped  by  genuine  co-operation  and  encouragement  to 
find  in  his  own  days  the  most  interesting  things  to  tell  about.  If  he 
has  a  stimulating  subject,  one  that  is  “personal,  definite,  and  brief,” 
any  child  will  try  happily  to  create  from  it  something  of  his  own. 
“Nature  provided  for  the  communication  of  thought  by  planting  ' 
with  it  in  the  receiving  mind  a  perfect  fury  to  impart  it.”  Pro¬ 
vided  a  pupil  is  given  opportunity  to  read  many  stories,  he  will 
naturally ,  in  meeting  his  own  problem,  try  the  methods  they  suggest. 

It  is  doubtful  whether  teachers  should  ever  assign — certainly  they 
should  never  require — the  imitation  of  any  piece  of  writing.  Rather, 
they  should  provide  the  greatest  possible  variety  of  experience  and 
of  modes  of  expression  for  the  encouragement  of  children’s  small  and 
simple  attempts  at  literature.  Where  the  dominant  motive  is  the 
realization  of  experience,  any  procedure  is  usually  right. 

Book  reports  and  ct edits  fov  outside  reading.  From  the  primary 
grades  to  the  high  school,  we  have  suggested  the  necessity  of  having 
in  every  classroom  book  tables  and  shelves  with  the  best  possible 
literature  for  children  to  enjoy  in  the  form  of  supplementary  read¬ 
ing.  Under  right  conditions,  books  from  home  and  perhaps  occa¬ 
sional  magazines  should  be  welcomed  to  these  tables,  since  it  is 
important  to  help  pupils  evaluate  the  writings  that  they  will  meet 
outside  the  classroom.  But  the  teacher  must  evaluate  all  contribu¬ 
tions,  and  occasionally  should  exercise  the  veto  for  a  definitely  worth¬ 
less  book  or  story.  A  generous  widening  of  interest  is  always  better 
than  close  limitation  to  a  book  list,  though  the  book  list  should  be 
provided  also. 

Books  should  be  available  to  take  home,  and  the  privileges  of 
the  book  table  should  be  extended,  as  fast  as  possible  in  the  grades, 
to  those  who  have  demonstrated  their  ability  to  read.  An  excellent 
treatment  of  this  is  presented  in  an  article  by  Miss  Zirbes.20  It  has 
been  mentioned  already  in  the  report  on  intermediate-grade 
reading  that  if  pupils  are  keenly  interested  in  good  books  and 
selections,  there  is  little  or  no  need  of  imposing  artificial  checks  to 


20  Laura  Zirbes,  “Diagnostic  measurement  as  a  basis  of  procedure 
Elementary  School  Journal.  18  (March,  1918)  505-522.  ^  ^ 
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determine  the  thoroughness  of  their  reading.  It  may  be  added 
that  the  good  reader  is  almost  without  exception  honest  in  these 
matters;  he  does  not  need  nor  care  to  cheat. 

Those  who  read  slowly  and  with  difficulty,  on  the  other  hand, 
need  special  encouragement.  They  need  to  be  given  books  that  are 
easy  for  them,  in  which  the  swiftly  moving  action  impels  them  to 
greater  speed.  These  same  pupils  also  need  checks  upon  their  under¬ 
standing;  but  such  checks  need  never  take  the  form  of  the  inquisi¬ 
torial  book  review  which  demands  the  summary  of  the  story,  a  life 
of  the  writer,  etc.,  ad  nauseam.  It  is  easy  in  the  reading  period, 
whenever  necessary,  to  check  a  pupil’s  reports  by  one  or  two  ques¬ 
tions  only.  One  may,  for  example,  read  a  brief  passage  and  ask 
what  happened  next  in  the  story,  or  may  ask  for  an  opinion  on  the 
hero’s  solution  of  a  given  problem. 

Good  types  of  book  report.  Two  different  types  of  report  are 
really  useful.  The  first  is  the  pupil’s  personal  reaction  to  the  book, 
his  opinion  of  what  it  made  him  think  about  or  what  he  particularly 
liked  in  it.  These  should  be  definite,  individual,  usually  brief.  Some¬ 
times  pupils  regard  such  reports  as  private  and  personal  communi¬ 
cations  to  their  good  friend,  the  teacher,  and  such  preferences  should 
be  respected. 

5  The  socially  more  useful  type  is  the  promotive  book  report,  in 
which  the  pupil,  perhaps  in  three  or  four  sentences  only,  gives  his 
statement  of  what  kind  of  book  he  reads  and  what  he  particularly 
recommends  about  it  and  illustrates  by  a  quotation  or  an  example. 
An  excellent  use  of  such  reports  is  given  in  Miss  Anne  T.  Eaton’s 
article.21 

Many  teachers  like  to  stimulate  outside  readings  by  a  system  of 
points,  or  credits.  Mr.  Blandford  Jennings,  of  the  East  High  School, 
Green  Bay,  Wisconsin,  has  an  ingenious  system  of  requiring  for 
credit  in  outside  reading  the  achievement  of  three  fourths  of  the 
class  median  in  points,  and  of  giving  additional  credits  for  reading 
in  excess  of  the  reading  median.  Others  prefer  to  give  complete 


21  Anne  T.  Eaton,  “How  the  English  department  and  the  library  can 
co-operate  for  the  whole  school.”  English  Journal,  9  (December,  1920) 
570-578. 

“The  Lincoln  School  Library.”  Teachers  College  Record,  124  (Janu¬ 
ary,  1923)  7-25. 
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freedom  in  this  respect  and  simply  point  out  to  laggards  that  they 
are  not  coming  up  to  a  reasonable  standard. 

Examinations  and  tests  m  literature.  Like  book  reports,  examina¬ 
tions  on  literature  need  rarely  be  inquisitional.  The  best  questions 
are  probably  those  which  can  be  answered  with  books  open — which, 
like  the  best  reading  tests,  center  on  understanding  and  not  on 
memory.  And  those  questions22  should  never  be  upon  minutiae — 
upon  supposedly  useful  information  rightfully  belonging  to  science 
and  history  but  on  central  ideas  and  main  currents  of  thought. 
It  is  particularly  important  that  opportunity  be  given  for  varieties 
of  judgment  and  opinion,  provided  these  are  supported  by  references 
to  the  books  themselves.  Such  tests  discussed  freely  and  im¬ 
mediately,  bring  about  the  finest  kind  of  classroom  conference 
on  literature. 

It  is  important  to  emphasize  also  that  the  objective  to  be  worked 
for  is  the  pupils’  own  reaction  to  what  is  presented,  their  relating 
it  to  their  own  experiences  and  making  genuine  new  experiences  and 
thought  out  of  it.  For  this  purpose  repetition  of  other  people’s 
critical  opinions  has  little  or  no  value.  The  development,  checking, 

and  refining  of  pupils’  own  thought  best  builds  their  appreciation 
of  experience. 

Examples  of  good  and  bad  teaching  of  literature.  As  a  summary 
of  this  treatment  of  literature,  there  are  here  presented,  in  inade¬ 
quately  brief  fashion,  contrasted  examples  of  probably  harmful 
and  of  excellent  procedures  in  teaching  literature  in  various  grades. 
These  illustrate  briefly  the  main  principles  here  assumed  for  reach¬ 
ing  the  objective  of  literature  as  a  contribution  to  fuller  living. 

In  the  primary  grades,  pupils’  reading  aloud  in  execrable  fashion 
while  all  have  books  before  them,  and  the  waste  of  time  on  stupid 
verse  and  prose  like  “Little  Pearl  Honeydew”  and  “The  Character 
of  George  Washington,”  represent  the  worst  abuse  of  the  literature 
hour.  When  poignant  verses  of  adult  suffering  like  “Little  Boy 
Blue”  are  used  with  little  children,  still  another  sort  of  harm  is 
done,  if  the  poem  happens  to  mean  anything  to  the  pupil. 

On  the  other  hand,  the  true  teacher  of  primary  literature  reads 


22  A  discussion  of  the  use  of  true-false  tests,  with  many  illustrative 
questions,  appears  in  the  Illinois  Bulletin  for  May,  1923,  and  for  Jann” 
ary  and  April,  1924. 
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Jabberwocky  or  Dr.  Dolittle  aloud  and  joins  in  the  enjoyment,  or 
gets  pupils  to  tell  small  incidents  of  their  own  experience  that  make 
Peter  Rabbit’s  adventure  more  real  and  exciting  to  all  the  class. 
She  baits  the  reading  table  with  attractively-bound  picture  books 
ranging  from  the  Railroad  Book  to  Alice  in  Wonderland.  All  look 
forward  to  the  literature  period  as  one  of  free  delight.  There  will 
often  be  dramatizing  of  stories  just  as  the  children  see  them. 

In  the  intermediate  grades  the  formal  reading  in  turn  from  books 
which  all  pupils  have  before  them,  stopping  to  look  up  in  the  diction¬ 
ary  unimportant  words  which  should  be  ignored  or  briefly  explained, 
and  the  intrusion  of  facts  to  be  memorized  and  recited,  destroy 
the  illusion  of  experience  to  be  built  up.  No  eye  is  on  the  literature, 
but  on  the  symbols  and  irrelevant  appurtenances  only.  Teachers 
must  not  attempt  to  make  literature  a  hard  study  like  mathematics. 
On  any  level  except  in  elective  courses  for  specialists,  it  must  be  an 
enjoyable,  free  experience  if  it  is  to  have  its  good  effect.  It  is  suffi¬ 
ciently  difficult  to  expand  and  deepen  experience,  even  when  no 
artificial  obstructions  are  set  up. 

Here  should  be  continued  reading  aloud  by  the  teacher,  perhaps 
with  comments  of  wonder  as  to  what  will  happen  next,  and  incidental 
explanation  of  troublesome  words  or  answers  to  children’s  ques¬ 
tions.  This  especially  will  mark  the  beginning  of  new  stories  and 
the  attack  on  poems  as  yet  beyond  the  pupils’  independent  powers. 
There  will  be  no  recitation  of  memorized  facts.  The  test  of  whether 
things  are  understood  can  be  readily  enough  accomplished  by  much 
more  economical  means  than  the  waste  of  class  periods  in  this 
fashion.  Discussion  will  be  really  discussion,  the  asking  of  ques¬ 
tions  which  pupils  want  answered,  the  presenting  of  various  explana¬ 
tions,  and,  above  all,  supplementing  the  story  by  incidents  out  of 
their  own  experience — “reading  between  the  lines,”  as  Lyman 
well  terms  it.23  There  will  be  very  informal  dramatization  and 
reading  aloud  by  pupils  of  selections  from  stories  or  of  verse  which 
they  like  and  want  to  share.  There  will  be  much  free  silent  reading 
in  every  class.  Informal  tests  of  grasp  of  the  story  and  informal 
book  reports  on  outside  reading  will  furnish  what  check  is  needed  on 
the  understanding  of  books  read  independently. 


23  R.  L.  Lyman,  “The  teaching  of  assimilative  reading  in  the  junior 
high  school,”  School  Review,  28  (Oct.,  1920)  600. 
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The  same  pictures,  essentially,  depict  literature  hours  in  the  high 
school.  Stern  questions  on  the  biography  of  the  writer,  the  editor’s 
introduction  and  notes,  the  dates  mentioned,  the  exact  geographical 
location,  the  classification  of  plants  and  animals,  and  above  all  the 
formal  definitions  of  words — all  this  stops  interest  in  good  litera¬ 
ture,  perhaps  for  all  time. 

Dr.  Crothers  suggests  that  teachers,  in  fear  that  literature  is  too 
easy  to  be  disciplinary,  have  built  barbed-wire  entanglements  about 
it.  Literature  is  not  too  easy;  to  realize  and  live  again  an  author’s 
experience  is  a  difficult  feat,  and  we  need  to  help,  not  to  hinder. 
It  is  particularly  necessary  for  this  purpose  to  postpone  for  some 
time  the  heavier  literature  which  we  have  forced  down  several 
grades  below  where  it  belongs.  One  teacher  spends  a  class  period 
having  pupils  look  up  all  the  polysyllabic  words  in  two  sentences 
of  Rip  Van  Winkle.  Another  has  pupils  read,  perfunctorily  and 
needlessly,  five  lines  in  turn  without  relation  to  thought  division. 
A  third  prescribes  the  gestures,  movements,  and  inflections  for  a 
formal  dramatization  as  if  by  puppets.  Still  another  spends  a  deadly 
dull  hour  in  hearing  recited  the  names  of  Anglo-Saxon  writers,  their 
works  and  dates,  or  secures  piecemeal,  fragment  by  fragment,  a 
reproduction  of  what  all  have  read  silently. 

The  true  class  in  literature  has  none  of  these  characteristics. 
Where  necessary,  the  teacher  may  introduce  pupils  briefly  to  the 
time  or  mood  or  author  of  the  story;  but  this  introduction,  to  be 
good,  must  itself  be  real  literature,  and  that  is  a  hard  requirement. 
The  teacher,  as  leader  of  the  group,  may  spend  five  minutes  in  a 
brief,  objective  test  of  whether  pupils  understand  what  they  have 
read,  and  as  much  time  as  necessary  in  discussing  the  answers  and 
allowing  as  correct  all  that  the  pupils  can  support  sensibly  by  ref¬ 
erences  to  the  book.  He  may  call  for  volunteers  for  oral  reading  or 
reciting  of  selections  which  most  of  the  class  do  not  know,  but 
which  one  pupil  understands  and  enjoys,  or  of  parts  in  plays,  and 
may  allow  brief  discussion  of  how  well  the  reading  is  done.  He  may, 
perhaps,  in  the  senior  year  of  the  high  school,  help  set  in  perspective 
those  authors  and  writers  with  which  the  class  are  familiar  by 
assigning,  and  helping  to  make,  a  chart  or  diagram  of  the  centuries 
in  which  they  appear.  Above  all,  by  stimulating  discussion,  he\vill 
help  give  reality  to  the  living  experience  the  writer  presented _ 


260 


THE  TWENTY-FOURTH  YEARBOOK 


make  it  so  far  as  possible  a  colorful,  vivid  pageant  of  experience; 
and  he  will  then  direct  attention  to  the  central  idea  or  theme  of 
the  whole,  which  gives  it  artistic  unity.  By  such  means  he  can 
contribute  to  literature  as  a  means  of  fuller  living,  and  get,  as  fine 
by-products,  a  genuine  appreciation  of  literature  and  a  growing, 
because  unforced,  criticism  of  life  and  conduct  on  the  part  of  his. 
pupils. 


CHAPTER  VII 

APPROPRIATE  MATERIALS  FOR  INSTRUCTION  IN 

READING1 


The  purpose  of  this  chapter  is  to  recommend  the  types  of  ma¬ 
terials  which  seem  most  likely  to  facilitate  the  accomplishment  of 
the  purposes  set  up  in  the  other  sections  of  this  Yearbook.  Part  One 
deals  with  the  general  requirements  which  should  be  met  by  reading 
materials.  Part  Two  makes  more  specific  recommendations  for  each 
of  the  periods  into  which  instruction  in  reading  is  divided. 

PART  I 

GENERAL  CONSIDERATIONS  TO  BE  KEPT  IN  MIND  IN 
SELECTING  MATERIALS  FOR  THE  COURSE  OF 
STUDY  IN  READING 

These  considerations  will  be  discussed  under  three  headings: 
1.  The  materials  needed  for  recreatory  reading.  II.  The  materials 


1  Acknowledgment  is  gladly  given  to  the  various  book  companies, 
public  school  supervisors,  librarians  and  teachers  of  education  who  as¬ 
sisted  in  the  preparation  of  the  list  of  books  in  this  chapter.  Special 
acknowledgment  is  given  to  Maude  McBroom,  Mabel  Snedaker,  Eliza¬ 
beth  Luzmoor,  Ruth  Moscrip,  Wilma  Garnett,  Elsie  Lorenz,  Edna  Wiese, 
Emma  Watkins.  Frances  H unger  fcrd.  Hazel  Prelim,  and  Bernice  Orn- 
dorff  of  the  Staff  of  the  University  Elementary  School,  State  University 
of  Iowa;  to  H.  C.  Hill,  R.  L.  Lyman,  Katherine  Martin,  Marjorie  Hardy 
and  Florence  Williams  of  the  University  of  Chicago ;  to  Alma  B.  Cald¬ 
well,  Assistant  Superintendent,  Cleveland,  Ohio;  to  Mrs.  Theresa  Elmen- 
dorff  and  Miss  Evans  of  the  Buffalo  Public  Library;  to  Eleanor  Troxell, 
State  Normal  School,  Bloomsburg,  Pa.;  to  Dr.  W.  L.  Uhl  of  the  Univer¬ 
sity  of  Wiseonisn;  to  W.  W.  Theisen,  Assistant  Superintendent  of 
Schools  at  Milwaukee,  Wisconsin;  to  Frances  Dearborn  and  Hazel  Aid- 
rich  Finegan,  supervisors  at  Los  Angeles;  to  Annie  McCowen  and  Mrs. 
Ernest  Horn,  graduate  students  in  education  at  the  State  University  of 
Iowa;  to  Miss  Eaton  of  the  Lincoln  Sehool,  Columbia  University,  and  to 
the  following  kindergarten  teachers  and  supervisors:  Henrietta  Harkin, 
Fedar  Rapids,  Iowa;  Bessie  Park,  Des  Moines,  Iowa;  Irene  Hersch, 
Drake  University,  Des  Moines;  Miriam  Hoover,  Ft.  Dodge,  Iowa;  Lura 
Whitney,  Toledo,  Ohio;  Mrs.  Mary  Boomer  Page,  Chicago;  Edna  Baker, 
National  Kindergarten  and  Elementary  College,  Chicago;  Madeline  Ve- 
verka,  Los  Angeles;  Annie  E.  Moore,  Columbia  University;  EHa  Ruth 
Boyce,  Pittsburgh;  Lucy  Wheelock,  Wheelock  Training  School,  Boston; 
Stella  Wood,  Minneapolis;  Edwina  Fallis,  Denver;  Genevieve  Lyford, 
State  Teachers  College,  Greeley,  Colorado;  Sophie  Borup,  St.  Paul;  Eliza¬ 
beth  Hall,  Minneapolis;  Stella  McCarty,  Goueker  College,  Baltimore; 
Helen  Christianson,  Los  Angeles;  Julia  Wade  Abbot,  Philadelphia; 
Dorothy  Hamilton,  State  Teacehrs  College,  Cedar  Falls,  Iowa;  Lucy 
Gage,  George  Peabody  College,  Nashville,  and  Grace  Brown,  Cleveland 
School  of  Education,  Cleveland ;  Mildred  Gulian,  Ohio  University. 
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needed  for  silent  reading  of  the  work  type.  III.  Those  special  peda¬ 
gogical  materials  needed  in  assisting  the  child  to  acquire  the  various 
fundamental  abilities  in  oral  and  silent  reading. 

I.  Materials  Needed  for  Recreatory  Reading 

A.  Types  of  School  Situations  in  which  Materials  are  Needed. 

1.  For  class  exercises  in  oral  reading  and  in  other  study  of  liter¬ 
ary  selections.  For  these  purposes,  one  or  two  complete  sets  of 
literary  readers  should  be  bought  so  that  each  child  may  have  a 
copy.  In  addition,  a  smaller  number  of  duplicate  copies  of  several 
titles  should  be  bought  for  use  in  small  groups  and  in  dramatiza¬ 
tion. 

2.  For  the  entertainment  of  the  class  by  one  pupil.  For  this  pur¬ 
pose  one  book  of  a  kind  is  sufficient.  Under  such  a  plan  the  reader 
has  a  motive  for  reading,  and  the  audience  has  a  motive  for  listen¬ 
ing.  The  much-sought  “audience  attitude”  is  difficult,  if  not  impos¬ 
sible,  to  get  when  members  of  the  class  who  constitute  the  audience 
have  in  their  hands  the  selection  which  a  pupil  is  reading, to  them. 

3.  For  independent  or  free  silent  reading.  For  this  purpose  it  is 
highly  desirable  that  single  copies  of  a  number  of  books  be  pur¬ 
chased.  For  the  price  of  one  supplementary  set  of  books  in  duplicate 
it  is  possible  to  buy  one  copy  of  each  of  a  number  of  valuable  titles. 

4.  For  singing  poems  to  which  good  music  has  been  written. 
In  the  primary  grades,  for  example,  there  should  be  books  contain¬ 
ing  the  music  to  Mother  Goose  rhymes ;  in  the  intermediate  grades, 
books  containing  the  music  to  the  most  popular  singing  games  and 
ballads;  in  the  upper  grades,  books  containing  the  music  to  the 
poems  of  such  poets  as  Burns  and  Tennyson;  and  in  the  junior 
and  senior  high  school,  books  containing  the  music  to  songs  in 
Shakespeare’s  plays. 

B.  Criteria  for  Selecting  Materials  for  Recreatory  Reading. 

The  list  of  books  for  recreatory  reading  should  meet  several 
requirements,  the  most  important  of  which  are  listed  below.  Some 
of  these  requirements  apply  to  library  lists ;  others  to  individual 
books. 

1.  It  should  contain  books  of  undoubted  value.  The  follregyrn-g 
classification,  based  upon  the  discussion  elsewhere  in  this  Yearbook, 
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may  prove  helpful  in  determining  the  value  of  a  book  in  recreatory 
reading ; 

Types  of  Books  Used  in  Reading 

a.  Those  which  are  true  to  fact  but  uninteresting  except  for 

purposes  of  special  reference.  Example:  The  World 
Almanac. 

b.  Those  which  are  true  in  the  sense  of  reporting  actual 

happenings,  interesting,  and  excellently  written. 
Parkman’s  Jesuits  and  Chapman’s  Travels  of  Birds 
are  good  illustrations  of  this  type  of  book. 

c.  Those  which  are  true  to  life  and  interesting,  even  though 

they  do  not  report  what  actually  happened.  The  best 
types  of  poetry  and  of  fiction  satisfy  these  require¬ 
ments. 

d.  Those  which  pretend  to  be  true  to  life  or  to  fact,  but  are 

neither.  Much  of  the  fiction  written  for  children  is 
of  this  type. 

e.  Those  which  make  no  pretense  of  being  other  than  fanci¬ 

ful.  Fairy  stories,  nonsense  jingles,  and  wholesome 
humor  are  of  this  type. 

It  is  obviously  futile  to  apply  the  same  standards  in  judging  all 
of  these  types.  Each  has  its  appropriate  standards.  Books  of  type  d 
have  no  place  in  the  school  library.  Books  of  types  b  and  c  will 
constitute  the  bulk  of  the  list  to  be  used  in  recreatory  reading. 
However,  humor  and  nonsense  should  have  a  much  larger  place 
in  grade  lists  than  at  present. 

2.  Only  such  materials  as  are  within  reach  of  the  child's  imagina¬ 
tion  should  be  selected  for  a  given  grade. 

8.  The  materials  selected  must  appeal  to  the  immediate  interests 
of  the  child.  This  does  not  mean  that  the  child’s  likes  should  be 
substituted  for  literary  worth  as  a  criterion  for  selecting  books. 
It  means  that  from  among  books  of  value,  those  should  be  chosen 
which  make  the  strongest  appeal  to  the  child.  Beginnings  have 
already  been  made  in  determining  children’s  interests,  in  such  in¬ 
vestigations  as  those  by  Dunn.  Jordan,  TJhl.  Knight,  Mackintosh, 
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and  Garnett.  A  detailed  bibliography  of  these  investigations  is 
given  on  pages  173-175. 

4.  There  should  be  a  wide  range  of  selections. 

a.  As  to  experiences.  Since  one  of  the  purposes  of  recreatory 

reading  is  to  enrich  experiences,  it  is  desirable  that 
books  which  are  selected  for  a  given  grade  should 
represent  every  type  of  wholesome  experience  within 
the  range  of  the  appreciation  of  the  pupils  of  that 
grade.  In  making  these  experiences  vital,  every  suit¬ 
able  literary  type  should  be  employed.  School  libraries 
are  commonly  deficient  in  short  stories,  in  humor,  and 
in  well-written  books  in  such  fields  as  history,  science, 
and  industry,  as  well  as  in  poetry  which  appeals  to 
children. 

b.  As  to  moods  to  which  the  selection  appeals.  Studies  of 

children’s  choices  seem  to  show  that  we  should  greatly 
increase  the  amount  of  humor  and  wholesome  non¬ 
sense.  Selections  which  are  exciting  should  also  be 
included  in  greater  numbers  than  has  been  the 
custom.  Children’s  great  interest  in  literature  of  a 
patriotic  nature  gives  a  special  opportunity  to  intro¬ 
duce  books  which  show  truthfully  the  struggles  and 
sacrifices  of  their  country  in  achievement  of  its  ideals. 
However,  this  interest  should  not  be  exploited  by 
‘palming  off’  on  children  selections  of  inferior  worth. 

c.  As  to  countries  and  peoples.  By  the  end  of  Grade  VI, 

each  pupil  should  have  read  at  least  one  selection,  in 
translation,  from  each  of  the  other  great  literatures, 
in  addition  to  those  from  American  and  English  liter¬ 
ature.  What  is  advocated  here  is  not  a  survey  course 
in  world  literature ;  it  is  the  development  of  a  broader 
insight  into  the  experiences  and  aspirations  of  other 
people. 

d.  As  to  difficulty.  One  of  the  best  aids  in  providing  for  in¬ 

dividual  differences  in  reading  ability  is  to  have,  in 
each  gEade  library,  books  difficult  enough  to  offer  an 
adequate  challenge  to  the  most  gifted  pupil  in  the 
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room,  and  other  books  easy  enough  to  be  read  with 
satisfaction  by  the  poorest  reader.  If  this  require¬ 
ment  is  met  in  selecting  not  only  books  for  recreatory 
reading  but  also  books  for  the  work  type  of  reading, 
an  important  step  will  have  been  taken  in  adapting 
the  course  of  study  to  the  needs  of  individuals. 

5.  The  illustrations  should  be  good.  Criteria  for  judging  the  illus¬ 
trations  in  children’s  books  have  never  been  definitely  established 
but  it  seems  helpful  to  ask  the  following  questions: 

a.  Do  the  illustrations  have  real  art  quality? 

b.  Do  the  illustrations  appropriately  convey  the  thought 

expressed  in  the  text? 

c.  Are  the  illustrations  of  the  type  which  children  under¬ 

stand  and  appreciate? 

The  first  question  should  call  attention  to  such  matters  as  ar¬ 
rangement  on  the  page,  good  drawing,  and  harmony  of  line  and 
color.  In  some  books  for  young  children  the  illustrations  are  too  elab¬ 
orate  and  are  sprawled  over  the  pages  in  a  most  disorderly  fashion. 
Many  of  the  illustrations  show  inferior  drawing.  Good  line,  good 
drawing,  good  color  and  composition  as  elements  in  illustrations 
undoubtedly  contribute  to  setting  up  standards  of  good  taste. 

The  second  question  is  important  in  all  book  illustration.  Children 
are  particularly  disappointed  when  the  pictures  do  not  tell  the 
story  properly. 

The  third  question  cannot  be  definitely  answered  until  there  ha r 
been  more  investigation.  It  has  been  fairly  well  established  that 
little  children  do  not  care  for  pictures  with  complicated  line  and 
color.  They  prefer  a  flat  pattern-like  treatment.  The  child’s  taste 
is  apparently  different  in  this  respect  from  that  of  the  adult.  The 
illustrations  in  many  recent  children’s  books  have  a  greater  appeal 
for  adults  than  for  children. 

In  the  early  grades  two  precautions  are  especially  necessary  in 
placing  illustrations  in  relation  to  the  text.  First,  they  should  be  so 
placed  that  the  thought  stimulated  by  them  will  transfer  most  ef¬ 
fectively  to  the  text  to  which  they  refer.  Second,  they  should  no\ 
break  up  the  lines  on  a  page. 
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6.  The  mechanical  make-up  of  the  book  should,  be  attractive  and 
should,  so  far  as  possible,  duplicate  the  make-up  of  books  which 
people  cherish  for  their  libraries  outside  of  school.  It  is  quite  pos¬ 
sible  that  there  should  be  eliminated  from  all  pages  the  clutter  of 
pedagogical  suggestions,  almost  always  unnecessary  and  often  posi¬ 
tively  harmful.  If  notes,  glossaries,  or  explanations  are  necessary, 
let  them  be  put  in  the  back  of  the  book.  Such  studies  as  that  by 
Bamberger2  make  an  important  beginning  in  setting  up  standards 
of  binding,  size  of  page,  etc. 

There  is  a  special  need  on  the  part  of  school  people  to  demand 
strongly  more  attractive  and  more  durable  bindings.  The  lack  of 
durability  in  most  high-priced  illustrated  books  for  children  is 
inexcusable.  Compared  with  school  texts  equally  well  illustrated  by 
artists  of  the  same  ability,  these  books  are  usually  miserably  bound. 
This  is  in  spite  of  the  fact  that  they  cost,  page  for  page,  much  more 
than  class  textbooks  furnished  to  public  schools.  Books  meant  for 
very  young  children  are  especially  deficient  in  durability.  Many 
popular,  but  poorly  bound  books  are  now  rebound  in  attractive  and 
durable  form  by  the  H.  R.  Huntting  Co.,  of  Springfield,  Mass.,  and 
sold  at  a  very  moderate  increase  over  the  price  of  the  original 
bindings. 

Many  primers  and  first  readers  are  at  fault  in  the  arrangement 
of  lines  on  the  page.  All  lines,  except  for  paragraph  or  outline 
indentation,  should  begin  the  same  distance  from  the  left-hand 
margin  of  the  page.  With  the  exception  of  the  last  line  in  a  para¬ 
graph,  the  lines  should  be  approximately  the  same  in  length.  We  do 
not  yet  know  the  effect  of  breaking  a  phrase  at  the  end  of  a  line. 
It  seems  possible  that  this  should  be  avoided  whenever  practicable, 
but  certainly  there  is  no  excuse  for  the  variegated  designs  which 
the  lines  make  on  the  page  in  many  books. 

There  are  at  present  no  data  on  children’s  reading  which  enable 
us  to  say  with  assurance  that  lines  should  be  short  rather  than 
long,  or  that  sentences  should  be  artificially  short  rather  than  long. 
Until  better  data  are  obtained,  it  seems  safer,  in  judging  books  for 
children,  to  be  guided  by  the  requirements  of  natural,  effective,  pres¬ 
entation.  , 

_  t 

_ 2  Bamberger,  Florence  E.  The  Effect  of  Physical  Make-up  of  a  Book 
Upon  Children’s  Selections.  Johns  Hopkins  University  Studies  in  Edu¬ 
cation,  No.  4.  Johns  Hopkins  University,  Baltimore,  Md.,  1922. 


MATERIALS  FOR  INSTRUCTION  IN  READING 


167 


II.  Materials  Needed  for  the  Work  Type  of  Reading 

This  type  of  material  should  be  differentiated  as  fully  as  possible 
from  that  classified  as  recreatory.  Chapter  I  of  this  Yearbook 
shows  the  need  for  making  this  distinction. 

It  seems  to  follow  logically  that  since  materials  of  the  work  type 
are  to  be  used  to  develop  ability  to  work  with  books,  these  materials 
must  duplicate  the  essential  characteristics  of  the  various  types 
of  books  with  which  people  work,  and  should  aid  in  developing  the 
most  important  abilities  needed  in  such  work.  The  four  classes  of 
abilities  needed  in  working  with  books  are:  the  ability  to  locate 
information  bearing  on  the  reader’s  purpose;  the  ability  to  compre¬ 
hend,  appraise,  and  select  information  with  reference  to  that  pur¬ 
pose;  the  ability  to  organize  material  read  under  the  guidance  of 
that  purpose ;  and  the  ability  to  decide  what  should  be  remembered, 
and  to  memorize  this  essential  material. 

A.  Minimal  Equipment  Requirements  for  Developing  These 

Abilities 

1.  For  class  exercises  in  teaching  children  how  to  work  with  books. 
One  or  two  complete  sets  of  silent  readers  of  the  work  type  should 
be  bought  so  that  each  child  may  have  a  copy.  In  addition,  a  few 
copies  each  of  a  number  of  different  silent  readers  or  of  supple¬ 
mentary  informational  books  should  be  supplied  for  work  with  small 
groups. 

2.  For  use  in  carrying  over  into  other  subjects  the  skills  and  atti¬ 
tudes  developed  through  the  use  of  silent-reading  textbooks.  The 
minimal  requirement  for  an  elementary  school  in  this  respect  is  an 
adequate  number  of  dictionaries,  at  least  one  child’s  encyclopedia 
such  as  Compton’s,  plenty  of  special  reference  books  with  good 
indexes  and  good  tables  of  contents,  and  general  references  such 
as  the  World  Almanac.  These  materials  are  necessarily  factual  in 
nature,  as  contrasted  with  those  used  in  recreatory  reading.  As 
the  pupil  advances  through  the  grades,  he  should  be  confronted 
with  progressively  more  difficult  materials  which  have  all  the  com¬ 
mon  and  essential  forms  of  the  various  types  of  books  with  which 
one  works.  In  any  grade  where  class  drill  is  recommended,  as,  for 
example,  dictionary  drill  in  Grade  IV  and  beyond,  there  should  be 
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enough  books  so  that  each  child  in  the  practice  group  may  have  a 
copy. 

Too  much  emphasis  cannot  be  placed  upon  the  importance  of  an 
adequate  supply  of  varied  reference  materials.  Such  books  should  be 
used,  not  merely  in  connection  with  silent-reading  periods,  but  also 
in  the  study  of  other  subjects.  The  use  of  many  books  aids  the 
development  of  all  the  four  types  of  abilities  which  are  listed  above. 
It  trains  the  child  in  finding  and  assembling  books  which  bear  on 
his  purposes.  The  use  of  a  variety  of  references  is  one  of  the  best 
devices  to  break  down  the  habit  of  mere  mechanical  reading  of  words. 
A  variety  of  books  is  also  necessary  for  a  complete  training  in 
ability  to  organize.  After  a  student  has  been  taught  to  organize  the 
thought  in  a  single  selection,  he  must  have  training  in  assembling 
data  from  a  variety  of  books.  Assignments  to  many  sources  of 
information  are  necessary  to  avoid  mere  rote  memorizing  and  to 
develop  the  ability  of  intelligent  selective  memorizing. 

As  will  be  shown  elsewhere,  each  classroom  needs  not  merely 
complete  sets  of  these  supplementary  books  of  an  informational 
nature,  but  also  a  considerable  number  of  individual  copies  of  books 
which  deal  with  special  phases  of  the  work  in  such  studies  as  history, 
geography,  nature  study,  and  hygiene. 

B.  Criteria  for  Selecting  Reading  Material  of  the  Work  Type 

One  of  the  most  important  results  of  experiments  in  silent  read¬ 
ing  has  been  to  show  how  textbooks  for  children  can  be  improved. 
Many  times,  when  children  are  tested  on  their  ability  to  comprehend 
a  given  selection,  one  is  left  in  doubt  as  to  whether  to  charge  the 
low  comprehension  score  against  poor  reading  ability  on  the  part  of 
the  pupils  or  against  poor  writing  ability  on  the  part  of  the  author 
of  the  selection.  Textbooks  in  geography  and  history  are  often  so 
abstract  and  barren  of  detail  that  no  child  can  be  expected  to  under¬ 
stand  them.  Direct  and  indirect  experimental  results  seem  to  lead  to 
the  following  conclusions: 

1.  While  it  is  impossible  to  overemphasize  the  teaching  value  of 
authentic  narrative  and  incident,  it  is  not  easy  to  justify  books  in 
which  the  story  is  a  mere  artificial  vehicle  for  teaching  facts.  Uncle 
Robert’s  Geography,  is  an  example  of  the  improper  use  of  the  story 
form.  Such  a  presentation  is  somewhat  insincere.  And  experiments 


MATERIALS  FOR  INSTRUCTION  IN  READING 


169 


uniformly  seem  to  show  that  this  device  is  detrimental,  not  only  to 
the  comprehension  of  what  is  read,  but  also  to  the  formation  of  right 
attitudes  toward  work.  Often  the  story  form  covers  up  a  conscious 
or  unconscious  deficiency  in  scholarship  on  the  part  of  the  author. 
Certainly  the  form  and  requirements  of  story  telling  are  not  con¬ 
ducive  to  giving  full  and  critical  attention  to  accuracy  in  the  presen¬ 
tation  of  facts.  It  is  no  wonder  that,  in  reading  such  books,  children 
do  not  easily  distinguish  fact  from  fiction.  Moreover,  they  seem  to 
expect  a  certain  amount  of  padding  and  read  accordingly.  It  is  true 
that  there  are  a  few  very  useful  books  which  use  this  method  of  pre¬ 
senting  facts.  A  good  example  is  Jameson’s  The  Flame  Fiend.  For 
the  most  part  such  books  are  good  in  spite  of  the  story  presentation, 
not  because  of  it.  Burgess’  Animal  Stories  is  an  example  of  books 
which  are  valuable  in  interesting  children  in  nature,  in  spite  of  the 
unfortunate  way  in  which  human  conversation  and  motives  are  at¬ 
tributed  to  the  animal  characters. 

2.  Unnecessary  elaboration,  in  order  to  gain  what  is  supposed  to 
be  style,  is  almost  certain  to  detract  from  the  comprehension  of 
what  is  read. 

3.  The  vocabulary  of  a  selection  plays  a  very  important  part  in 
determining  how  accurately  that  selection  is  comprehended .* 3  Only  a 
small  proportion  of  the  words  in  a  selection  can  be  unknown  without 
interfering  seriously  with  the  comprehension  of  that  selection.  By 
an  unknown  word  is  meant  not  one  which  the  child  has  not  seen 
in  print,  but  rather  one  whose  meaning  he  does  not  know  even  when 
the  word  is  spoken  to  him.  When  a  child  comes  upon  a  word  he 
knows  when  spoken,  but  which  he  has  not  seen  in  print,  he  will  no 
doubt  hesitate^  but  after  the  second  period  of  reading  instruction, 
as  described  in  Chapter  III,  he  should  be  able  to  identify  the  word 
from  its  context  and  from  his  ability  in  phonetic  analysis. 

In  the  case  of  words  which  are  in  the  child’s  spoken  vocabulary 
but  which  have  not  been  read  by  him  before,  we  do  not  have  data 
which  show  either  the  number  of  such  words  which  should  be  intro¬ 
duced  per  page  or  the  amount  or  distribution  of  repetition  which 
the  word  should  have.  Textbook  appraisals  have  often  proceeded  on 

( 

3  Hilliard,  G.  H.  Probable  Types  of  Difficulties  Underlying  Low  Scores 
on  Comprehension  Tests.  University  of  Iowa  Studies  in  Education  Vnl 

U,  No.  6,  1924.  '  VOi* 
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the  theory  that  the  fewer  such  words  per  page  and  the  greater  the 
number  of  repetitions  on  succeeding  pages,  the  higher  should  be  the 
rating  which  a  book  receives.  This  is  wholly  unwarranted.  To  con¬ 
struct  a  textbook  after  such  a  fashion  inevitably  leads  to  bareness 
and  formality.  Until  experimental  conclusions  indicate  otherwise,  it 
is  much  safer  to  present  interesting  and  vital  experiences  or  infor¬ 
mation  in  a  simple  way,  keeping  well  within  the  vocabulary  which 
a  child  uses  and  leaving  the  matter  of  the  repetition  of  words  to  the 
requirements  of  good  writing. 

The  case  of  words  which  have  neither  been  seen  nor  heard  before 
presents  a  very  different  problem.  Studies  by  Pressey  4  and  others 
show  that  the  proportion  of  technical  words  is  sometimes  quite 
large  and  that  this  factor  constitutes  a  significant  difficulty  in 
reading.  t 

Although  the  difficulty  of  the  vocabulary  of  a  selection  can  be  de¬ 
termined  only  by  direct  experiment  in  which  children  read  the  selec¬ 
tion,  an  approximate  difficulty  can  be  obtained  by  comparing  its 
vocabulary  with  that  of  the  children  of  the  grade  for  which  the 
book  is  intended.  Unfortunately,  we  do  not  have  adequate  counts  of 
children’s  vocabularies,  except  for  pupils  in  the  kindergarten  and 
first  grade.  The  data  from  these  counts  are  invaluable  to  those  who 
are  preparing  material  to  be  read  by  children  in  the  primary  grades, 
as  well  as  for  appraising  the  vocabulary  of  such  books  as  are  meant 
to  be  read  in  those  grades.. 

The  amount  of  technical  vocabulary  which  a  book  contains  can  be 
obtained,  in  a  rough  way,  by  comparing  the  vocabulary  of  the  book 
with  that  of  the  Thorndike  word  list.  However,  in  making  such  a 
comparison,  it  must  be  kept  in  mind  that  the  Thorndike  list  is  heav¬ 
ily  weighted  with  classical  literary  words.  Many  words  commonly 
understood  by  children  are  not  found  in  this  list.  Among  such  words 
are  gasoline  and  movie. 

4.  The  paragraphing  of  the  ordinary  textbook  for  children  is 

exceedingly  poor.  It  rarely  conforms  to  the  idea  that  a  single  unit 
of  convenient  size  should  be  presented  in  well  organized  form  in  one 
paragraph.  , 

5.  Textbooks  should  contain  not  only  well  written,  valuable  in¬ 
formation,  but  also  concrete  help  and  sound  advice  to  guide  pupils 

4  Pressey,  Luella  C.  School  and  Society,  Vol.  29  (July  19,  1924)  no 
Bl-06. 
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in  study.  This  help  will  be  most  effective  when  it  is  tied  up  with 
specific  lessons.  While  such  aid  will  undoubtedly  increase  the  effi¬ 
ciency  with  which  each  lesson  is  mastered,  it  should  be  prepared  by 
the  author  with  an  end  in  view  which  is  even  more  important.  Out 
of  this  immediate  application,  day  by  day,  should  aire  an  increased 
interest  in  high  standards  of  accomplishment  and  better  methods 
of  work  in  the  study  of  other  books  of  the  same  general  type. 

6.  As  a  general  practice,  both  teachers  and  pupils  should  be  led  to 
choose  work-type  books  which  are  written  by  those  who  are  author¬ 
ities  in  the  field  which  the  book  covers.  Among  such  books  are  Chap¬ 
man’s  The  Travels  of  Birds  and  Carter’s  Horses  of  the  World. 

There  should  be  not  only  books  which  will  aid  in  the  study  of  the 
various  subjects  in  the  school,  but  also  those  which  contain  material 
not  usually  found  in  any  subject  in  the  course  of  study.  Such  books 
are  those  on  thrift,  manners,  fire  prevention,  and  forestry. 

7.  Other  requirements  for  books  of  the  work  type.  The  mechanical 
requirements  set  up  for  appraising  books  of  the  recreatory  type 
will,  in  the  main,  hold  for  books  of  the  work  type.  It  is  especially 
necessary  that  they  contain  proper  indexes  and  tables  of  contents.  It 
is  doubtful  whether  most  informational  books  written  for  use  in  the 
first  six  grades  are  sufficiently  illustrated,  when  measured  either  by 
the  number  or  by  the  quality  of  the  illustrations.  Books  are  con¬ 
stantly  improving,  however,  in  the  degree  to  which  they  meet  this 
requirement.  Especially  to  be  recommended  is  the  skilful  use  which 
some  of  our  modern  books  make  of  charts  and  diagrams. 

III.  Types  of  Pedagogical  Equipment  Needed  in  Assisting  the 
Child  to  Acquire  the  Various  Fundamental  Processes 
of  Oral  and  Silent  Reading 

Under  this  heading  would  be  classified  phonetic  charts  and  cards, 
rapid  exposure  exercises,  especially  devised  seat  exercises,  special 
oral  reading  exercises  such  as  those  described  in  Chapter  IX,  and  the 
method  primer. 

Silent  reading  textbooks  may  be  classified  both  under  pedagogical 
materials  and  under  work-type  materials.  They  contain  exercises 
for  the  development  of  silent  reading  abilities.  They  also  should 
contain  valuable  and  interesting  information,  and  should  constitute 
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the  pupil’s  textbook  on  how  to  study.  Primers  and  many  so-called 
method  readers  may  be  classed  both  as  recreatory  materials  and 
also  as  pedagogical  materials. 

Important  and  necessary  as  are  these  various  pedagogical  aids, 
they  must  be  kept  in  proper  relation  to  the  books  which  are  to  be 
read  for  recreation  and  to  those  with  which  the  pupils  work  in  con¬ 
nection  with  the  study  of  other  school  subjects.  Their  purpose  is  to 
develop  abilities  to  the  point  where  they  can  be  carried  over  into 
such  reading  as  is  done  orally  and  silently  for  recreation,  or,  on  the 
other  hand,  into  the  study  of  all  lessons  in  which  the  work  type  of 
reading  is  involved. 

In  addition  to  this  equipment  for  use  by  and  with  the  pupils,  the 
teacher  needs  better  information  concerning  the  interest  and  capac¬ 
ity  of  children  in  this  period  of  development.  There  has  been  too 
much  naive  assumption  as  to  the  nature  of  children’s  conscious 
interests  and  abilities  in  response  to  the  great  variety  of  situations 
which  confront  them  in  life  outside  the  school.  Studies  of  such  inter¬ 
ests  and  abilities  are  now  under  way,  but  with  a  single  exception 
the  results  are  not  available  for  publication  in  this  Yearbook.  That 
exception  is  found  in  the  case  of  the  spoken  vocabulary  of  pre-school, 
kindergarten,  and  first-grade  children.  The  words  most  frequently 
found  in  the  spoken  vocabulary  of  these  children  are  given  on  pages 
188-193. 

In  this  discussion,  no  attempt  has  been  made  to  give  each  point 
space  according  to  its  importance.  Rather,  the  committee  has  felt 
free  to  pass  briefly  over  statements  which  seem  obvious  or  which 
are  commonly  accepted,  in  order  to  allow  space  for  a  more  detailed 
discussion  of  points  which  seemed  to  need  greater  emphasis. 


PART  II 

RECOMMENDATIONS  BY  PERIODS 
Part  Two  contains,  first,  a  general  discussion  of  the  policy  of  the 
committee  in  making  specific  recommendations;  second,  a  bibliog¬ 
raphy  of  references  on  the  selection  of  bocks  for  children;  third,  a 
discussion  of  the  material  requirements  for  each  of  the  periods  out¬ 
lined  in  Chapter  III,  together  with  specific  recommendations  of  both 
the  recreatory  and  work  type  of  materials. 
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General  Policy  in  Making  Recommendations 
It  is  the  general  policy  of  the  committee  not  to  recommend  either 
basic  texts  or  special  commercial  pedagogical  materials.  This  holds 
both  for  the  recreatory  and  for  the  work  type  of  material.  These 
recommendations  are  withheld  in  the  belief  that  if  all  commonly 
used  textbooks  and  other  pedagogical  materials  were  recommended, 
the  list  would  be  meaningless.  On  the  other  hand,  to  select  from 
among  these  materials  would  require  an  amount  of  scientific  data 
which  the  committee  does  not  possess.  The  committee  has,  however, 
set  up  certain  standards  which  such  books  and  materials  should 
meet. 

Specific  recommendations  are  made  for  books  which  would  ordi¬ 
narily  be  classed  as  supplementary.  This  includes  books  of  both  the 
recreatory  and  work  types.  The  list  has  purposely  been  kept  small. 
Those  who  desire  more  extensive  recommendations  are  referred  to 
the  lists  contained  in  the  bibliography  which  follows. 

BIBLIOGRAPHY  OF  BOOKS  AND  ARTICLES  ON  SELECTING 
READING  MATERIALS  FOR  CHILDREN 

L  REFERENCES  DEALING  WITH  THE  GENERAL  PROBLEM  OF  SELECTION  OF 

BOOKS  FOR  CHILDREN 

The  most  valuable  references  are  starred  (*). 
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Barnes,  Walter.  The  Children’s  Poets.  New  York:  World  Book  Co.,  1924. 
Bobbitt,  John  F.  The  Curriculum:  “Reading  as  a  Leisure  Occupation,” 
Ch.  17.  Boston:  Houghton  Mifflin  Co.,  1918. 

Carpenter,  G.  R.,  Baker,  F.  T.,  Scott,  F.  N.  Teaching  of  English  in  the 
Elementary  and  Secondary  School.  New  York:  Longmans  Green  and 
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Chubb,  Percival.  The  Teaching  of  English  in  the  Elementary  and  Sec¬ 
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'thesis  in  education,  Teachers  College,  Columbia  University,  1920. 
•Eastman,  Max.  The  Enjoyment  of  Poetry.  New  York:  Scribners,  1913. 
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ence  to  the  Evaluation  of  Literary  Reading  Books.  New  York:  Colum¬ 
bia  University,  Teachers  College,  Contributions  to  Education,  1921. 

Hunt,  C.  W.  What  Shall  We  Read  to  the  Children.  Boston:  Houghton 
Mifflin  Co.,  1915. 

Jordan,  A.  M.  Children’s  Interests  in  Reading.  New  York:  Teachers  Col¬ 
lege,  Columbia  University,  1921. 

Kirkpatrick,  E.  A.  “The  Problem  of  Children’s  Reading.”  Northwestern 
Monthly,  Vols.  8  and  9. 

Knight,  F.  B.  and  Franzen,  R.  H.  Textbook  Selection.  Baltimore:  War¬ 
wick  and  York,  1922,  Chapter  II. 

Kready,  Laura.  A  Study  of  Fairy  Tales.  Boston:  Houghton  Mifflin,  1916. 

Lamborn,  E.  A.  Greening.  The  Rudiments  of  Criticism.  Oxford,  Eng¬ 
land:  Clarendon  Press,  1916. 

‘Leonard,  S.  A.  Essential  Principles  of  Teaching  Reading  and  Litera¬ 
ture.  Philadelphia;  J.  B.  Lippincott,  1922. 

Lowe,  Orton.  Literature  for  Children.  New  York:  Macmillan. 

Mackintosh,  H.  K.  “Study  of  Children’s  Choices  in  Poetry,  Grade  V.” 
Unpublished  master’s  thesis,  College  of  Education,  State  University  of 
Iowa,  1924.  Summaried  in  The  Elementary  English  Review,  June, 
1924,  Vol.  I,  No.  5,  Detroit,  Michigan. 

Moore,  A.  C.  New  Roads  to  Childhood,  New  York:  G.  H.  Doran  Co.,  1923. 

Moore,  A.  C.  Roads  to  Childhood,  New  York:  G.  H.  Doran  Co.,  1920. 

Moore,  A.  C.  “Children’s  Reading  and  Fall  Books.”  Bookman,  November 
1920. 

Olcott,  F.  J.  The  Children’s  Reading.  Boston:  Houghton  Mifflin  Co.,  1922. 

Pickett,  L.  H.,  and  Boren,  D.  Early  Childhood  Education.  Yonkers,  N.  Y. : 
World  Book  Co.,  1923. 

Quiller-Couch,  A.  On  the  Art  of  Reading.  New  York:  Putnam,  1920. 

Salisbury,  E.  I.  An  Activity  Curriculum  for  Kindergarten  and  Primary 
Grades.  San  Francisco:  Harr  Wagner  Pub.  Co.,  1924. 

Selected  List  of  Poetry  and  Stories  for  Children  in  Kindergarten,  First 
and  Second  Grades.  40  High  St.,  Springfield,  Mass.:  International 
Kindergarten  Union,  1918-1920. 

Shedlock,  M.  Art  of  the  Story  Teller.  London:  J.  Murray,  1915. 

Smith,  F.  O.,  “Pupils’  Voluntary  Reading.”  Ped.  Sem.,  Vol.  14. 

Stone,  C.  R.  Silent  and  Oral  Reading.  Boston:  Houghton  Mifflin,  1922. 

Stratton,  Clarence.  The  Teaching  of  English  in  the  High  School  New 
York:  Harcourt,  Brace,  Howe. 


MATERIALS  FOR  INSTRUCTION  IN  READING 


175 


Thomas,  C.  S.  Teaching  of  English  in  Secondary  Schools.  Boston: 
Houghton  Mifflin  Co.,  1917. 

Tomkinson,  W.  Teaching  of  English:  A  New  Approach.  Oxford,  Eng¬ 
land:  Clarendon  Press,  1921. 

♦Uhl,  W.  L.  The  Materials  of  Reading.  Chicago:  Silver,  Burdett  &  Co., 
1924. 

Vostrovsky,  Clara.  “Children’s  Taste  in  Reading.”  Fed.  Sem.,  YoL  6,  pp. 
523-538. 

Wilkinson,  Marguerite  0.  New  Voices.  New  York:  Macmillan,  1919. 

Williams,  Grace  C.  The  Little  Bookshelf.  Chicago:  Rand  McNally,  1924. 

Yoakum,  G.  A.  “Course  of  Study  in  English  Literature  for  the  Elemen¬ 
tary  School.”  Master’s  thesis,  College  of  Education,  State  University 
of  Iowa,  1919. 

II.  AVAILABLE  LISTS  OP  BOOKS  FOR  CHILDREN 

A  Shelf  of  Books  for  a  One-Room  School.  Chicago:  American  Library 
Association,  1922. 

*  American  Library  Association  Book  List.  Chicago:  Issued  monthly  by 
the  American  Library  Association.  (A  selected  list  is  issued  annually.) 

♦Baker,  F.  T.  “Bibliography  of  Children’s  Reading.”  Teachers  College 
Record,  Vol.  9.  (1908),  Nos.  1  and  2. 

Bailey,  C.  S.  For  the  Story  Teller.  Springfield,  Mass.:  Milton  Bradley 
Co.,  1913.  . 

Bamsberger,  Velda  C.  Standard  Requirements  for  Memorizing  Literary 
Material.  University  Bulletin  No.  3,  University  of  Illinois,  Bureau  of 
Educational  Research. 

“Books  to  Grow  On.”  Graded  list  of  25  books  each  month  in  Jownu  of 
Natl.  Educ.  Assn,  (beginning  in  February,  1924). 

De  La  Mare,  Walter,  “Books  for  Children.”  Literary  Review,  New  York 
Evening  Post.  (Nov.  10,  1923.) 

De  Mille,  A.  B.  Books  for  Boys.  Natl.  Education  Assn.,  1922. 

Fenton,  J.  C.,  Ruch,  G.  M.,  and  Terman,  L.  M.  Suggestions  for  Children’s 
Reading  with  Special  Reference  to  the  Interests  of  Gifted  Children. 
Palo  Alto :  Stanford  Univ.  Press,  1921. 

Forbush,  W.  B.  A  Manual  of  Stories.  Philadelphia:  American  Institute 
of  Child  Life. 

♦Eaton,  Anne  T.  Books  for  Vacation  Reading.  New  York:  Lincoln 
School,  Columbia  University. 

Gift  Books  for  Children’s  Book  Shelves.  Chicago:  American  Library 
A ssl,  1922. 

* Graded  List  of  Books  for  Children.  Prepared  by  Elem.  School  Library 
Committee  of  the  N.  E.  A.  Chicago:  American  Libras  Association, 
1922. 

Grilled  List.  1201  Tenth  St.,  N.  W.,  Washington,  D.  C.  National  Congress 
of  Mothers. 
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♦Hassler  and  Scott.  Graded  List  of  Stories  to  Tell  and  Read  Aloud. 

Chicago:  American  Library  Assn.,  1923. 

Herzberg,  Max  J.  The  World  of  Books.  Boston:  The  Palmer  Company, 
1922. 

Horton,  Marion.  Viewpoints  in  Essays.  Chicago:  American  Library  Asso¬ 
ciation,  1920. 

Hosie,  J.  F.  Elementary  Course  in  English.  Chicago:  University  of 
Chicago  Press,  1908. 

Leonard,  S.  A.  Reading  for  Realization  of  Varied  Experience.  Chicago: 
J.  B.  Lippincott,  1922. 

Mahoney,  J.  J.  Standards  m  English.  Yonkers  on  Hudson,  New  York: 
World  Book  Co.,  1919. 

Moses,  M.  J.  “Royal  Books  for  Children.”  Outlook,  November,  1923. 

One  Thousand  Good  Books  for  Children.  Washington,  D.  C. :  U.  S. 
Bureau  of  Education. 

Partridge,  E.  N.,  and  Partridge,  G.  E.  Story  Telling  in  School  and  Home. 
New  York:  Sturgis  Co.,  1913. 

Pickett,  L.  H.,  and  Boren,  D.  Early  Childhood  Education.  Yonkers  on 
Hudson,  New  York:  World  Book  Co.,  1923. 

Powers,  L.  St.  John,  “Beautifully  Illustrated  Editions  of  Children’s 
Books.”  Children’ s  Royal,  Oct.  and  Nov.,  1923. 

Rathbone,  J.  A.  Viewpoints  in  Travel.  (Graded  list.)  Chicago:  American 
Library  Association,  1919. 

Reading  List  for  First  and  Second  Grades.  Des  Moines:  Iowa  Library 
Commission. 

Salisoury,  E.  I.  An  Activity  Curriculum  for  Kindergarten  and  Primary 
Grades.  San  Francisco:  Harr  Wagner  Pub.  Co.,  1924. 

Shedlock,  M.  The  Art  of  the  Story  Teller.  London:  J.  Murray,  1915. 
Selected  List  of  Poetry  and  Stories  for  Children  in  Kindergarten,  First 
and  Second  Grades.  International  Kindergarten  Union,  1918-1920 
Stevens,  D.  H.  The  Home  Guide  to  Good  Reading.  Chicago:  F.  J.  Drake 
&  Co.,  1920. 

Stone,  C.  R.  Silent  and  Oral  Reading.  Boston:  Houghton  Mifflin  Co 
1922,  pp.  93-97.  ’ 

Tappert,  K.  Viewpoints  in  Biography.  Chicago:  American  Librarv 
Assn.,  1920. 

Uhl,  W.  L.  Scientific  Determination  of  the  Content  of  the  Elemeu.tary 
School  Course  in  Reading.  University  of  Wisconsin,  1921. 

Vostrovsky,  Clara.  "Children’s  Taste  in  Reading.”  Ped.  Sem.  Vol  fi 
pp.  523-538. 

HI.  REFERENCES  DEALING  WITH  THE  LOCATION  OP  SPECIFIC  POSMS  AND 
V  '  STORIES  FOR  CHILDREN 

c 

Eastman,  Mary  H.  Index  to  Fairy  Tales.  Boston:  Boston  Book  Co.,  1915 
Firkins,  Ina  T.  Index  to  Short  Stories.  White  Plains  New  York-  W  H 
Wilson  Co.,  1915.  ’  * 
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Granger,  Edith  (Ed.)  Index  to  Poetry  and  Recitations.  A.  C.  McClurg 
Co.,  1918. 

Specific  Recommendations  by  Periods 
The  following  recommendations  are  grouped  according  to  the 
periods  outlined  in  Chapter  III  of  this  Yearbook.  These  periods  are 
briefly : 

First  period.  “The  period  of  instruction  and  experience  which  is 
prerequisite  to  reading.”  (Kindergarten  and  frequently  the 
early  part  of  the  first  grade.) 

Second  period.  “Instruction  to  introduce  pupils  to  reading  as  a 
thought-getting  process  and  to  develop  considerable  indepen¬ 
dence  in  word  recognition.”  (Following  Period  1  in  Grade  I 
and  sometimes  extending  into  Grade  II.) 

Third  period.  “Vigorous  emphasis  on  the  fundamental  attitudes, 
habits  and  associations.”  (Grades  II  and  IIL) 

Fourth  period.  “Period  of  wide  reading.”  (Grades  IV,  V,  and  VI.) 
Fifth  period.  “The  period  of  refining  reading  and  study  habits.” 
(Junior  and  senior  high  schools.) 

THE  FIRST  PERIOD 

(The  kindergarten  and  frequently  the  early  part  of  the  first  grade) 

Much  of  the  equipment  needed  during  this  period  is  scarcely  read¬ 
ing  matter  at  alL  It  consists  of  those  materials  which  are  inherent 
in  a  concrete  and  enriched  course  of  study  and  whieh  are  necessary 
to  the  solution  of  vital  problems  which  arise  from  thought-provok¬ 
ing  situations.  Among  such  problems  are  those  arising  in  churning 
butter,  in  caring  for  a  pet,  or  in  drying  fruit.  Nature  study,  games, 
story  telling,  drawing,  bulletin  boards,  stereographs,  and  excursions 
also  stimulate  thinking  and  help  to  develop  the  language  abilities 
which  are  basic  to  a  successful  introduction  to  the  reading  processes. 

In  addition  to  these  materials  for  use  by  the  pupils,  the  teacher 
needs  to  have  a  list  of  the  words  whieh  ought  to  be  in  the  child’s 
spoken  vocabulary  and  accurately  understood  before  the  child  ac¬ 
tually  begins  to  read.  This  does  not  mean  that  formal  word  or  vocab¬ 
ulary  drill  should  be  given;  sueh  a  list  is  to  be  used  merely  as  a 
guide  to  the  teacher  in  the  study  of  the  development  of  vocabulary. 
These  words  are  given  on  pages  136-193. 
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I.  MATERIALS  NEEDED  FOR  RECREATORY  READING 

The  books  for  the  first  period  were  selected  from  a  list  rated  by 
twenty-four  kindergartners  and  children’s  librarians.  Not  a  single 
book  received  uniformity  of  rating.  In  fact,  in  all  but  a  very  few 
cases,  a  book  was  rated  excellent  by  one  person  and  poor  by  another. 
These  differences  of  opinion  point  to  the  need  of  experimentation 
as  the  only  sure  basis  for  choosing  children’s  books.  However,  until 
such  experiments  are  completed,  a  summary  of  judgments  seems 
to  afford  the  best  basis  for  making  a  recommendation. 

A.  Books  Containing  Literature  to  be  Read  or  Told  to  the  Children  by 
the  Teacher.  Books  which  are  marked  with  a  star  are  illustrated  and 
can  be  placed  in  the  hands  of  children  as  picture  books. 

1.  Rhymes  and  Poems 

a.  Mother  Goose  editions.  (The  usual  manner  of  writing  the 
bibliography  is  changed  here  to  this  order:  Illustrator.  Name 
of  Book,  Editor,  City:  Publisher,  Date.) 

*(1)  Brooke,  L.  Leslie.  Oranges  and  Lemons,  and  Other  Nursery 
Songs.  New  York:  Frederick  Warne  &  Co.,  1917.  Also  in 
the  same  edition  are  The  Man  in  the  Moon  and  other 
Nursery  Songs  (1917),  Little  Bo-Peep  and  Other  Nursery 
Rhymes  (1922),  This  Little  Pig  Went  to  Market  and  Other 
Nursery  Rhymes  (1922).  (These  books  have  full-page, 
colored  illustrations,  stiff  paper  covers,  and  sell  at  $.75 
each.  Combinations  of  these  small  editions  sell  at  $2.00. 
A  one-volume  edition  sells  at  $3.00.) 

(2)  Caldecott,  Ralph.  The  House  that  Jack  Built .  New  York: 
Frederick  Warne  &  Co.,  1907.  Also  in  the  same  edition 
are  Sing  a  Song  of  Sixpence  (1902),  Queen  of  Hearts 
(1902),  Hey  Diddle  Diddle  and  Baby  Bunting  (1902), 
Ride  a  Cock  Horse  and  A  Farmer  Went  Trotting  (1902)! 
(These  editions  in  limp  covers  sell  at  $.60  each.  Bound  in 
four  volumes  with  other  material,  they  sell  at  $2.25  each. 
Bound  in  two  volumes,  they  sell  at  $4.00  each.) 

*(3)  Crane,  Walter.  Old  Mother  Hubbard  Picture  Book.  New 
York:  Dodd,  Mead  &  Co.,  1914.  (Also  contains  The  Three 

Bears.) 

*(4)  Falls,  A.  B.  Mother  Goose.  New  York  and  Garden  City 
Doubleday,  Page  &  Co.,  1924. 

*(5)  Folkard,  Charles.  Mother  Goose’s  Nursery  Rhymes.  Edited 
by  L.  Edna  Walter.  London,  W.  I.,  Soho  Square:  A.  &  C. 

Black,  Ltd.,  1924.  (Many  illustrations,  both  large  and 
small.) 
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*(6)  Greenaway,  Kate,  Mother  Goose.  New  York:  Frederick 
Warne  &  Co.  (A  small  edition,  4j4xS%.) 

*(7)  Richardson,  Frederick.  Mother  Goose.  Edited  by  Eulalie 
Osgood  Grover.  Chicago  and  New  York:  P.  F.  Volland  Co. 
1916.  (There  are  two  editions,  one  $1.36  and  the  other 
$3.00.) 

*  (8)  Robinson,  Charles.  The  Big  Book  of  Nursery  Rhymes. 

Edited  by  Walter  Jerrold,  New  York:  E.  P.  Dutton  &  Co., 
1903.  (A  very  complete  and  carefully  edited  Mother  Goose. 
Book  is  large  for  kindergarten  children  to  handle  easily.) 

*(9)  Smith,  Jessie  Wilcox.  Mother  Goose.  New  York:  Dodd, 
Mead  &  Co.,  1918.  (Carefully  edited.  There  is  a  large 
and  a  small  edition.) 

*(10)  Wright,  Blanche  Fisher.  The  Real  Mother  Goose.  Chicago 
and  New  York:  Rand  McNally  Co.,  1919.  (Selections  of 
“The  Real  Mother  Goose”  are  bound  into  smaller  volumes. 
These  volumes  may  be  purchased  rebound  from  the  H.  R. 
Huntting  Co.) 

*(11)  Wilson,  Edith  R.  Everychild’s  Mother  Goose.  Edited  by 
Carolyn  Wells.  Music  by  Sidney  Homer.  New  York:  The 
Macmillan  Co.,  1919.  (This  book  is  included  here  because 
of  the  excellent  selection  of  rhymes  by  Carolyn  Wells.) 

b.  Other  rhymes  and  poems. 

*(1)  Adelborg,  Ottilia.  Clean  Peter  and  the  Children  of  Grub- 
bylea.  New  York:  Longmans,  Green  &  Co.,  1901. 

*  (2)  Burgess,  Gelett.  The  Goop  Directory.  New  York:  Frederick 

A.  Stokes  Co.,  1913. 

*(3)  Chinese  Mother  Goose  Rhymes.  Translated  and  illustrated 
by  Isaac  Headland.  New  York:  Fleming  R.  Revell  Co.,  1900. 
*(4)  De  La  Mare,  Walter.  A  Child’s  Day.  New  York:  Henry 
Holt  &  Co.,  1923. 

*(5)  Lear,  Edward.  Nonsense  Books.  Boston:  Little,  Brown 
&  Co.,  1918. 

(6)  Fyleman,  Rose.  Fairies  and  Chimneys.  New  York:  George 
H.  Doran  Co.,  1920. 

*(7)  Greenaway,  Kate.  Marigold  Garden  and  Under  the  Window . 

New  York:  Frederick  Warne  &  Co.,  1910.  (Reprints.) 

*(8)  Lofting,  Hugh.  Porridge  Poetry.  New  York:  Frederick 
A.  Stokes  &  Co.,  1924. 

*(9)  Jackson,  Leroy.  The  Peter  Patter  Book.  Illustrated  by 
Blanche  Fisher  Wright.  Chicago  and  New  York:  Rand 
McNally  &  Co.,  1918. 
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*(10)  Johnny  Crow’s  Garden.  Illustrated  by  L.  Leslie  Brooke. 
New  York:  Frederick  Warne  &  Co.,  1904. 

*(11)  Miller,  Olive  Beaupre.  In  the  Nursery  of  My  Bookhouse. 
Vol.  1.  Chicago:  The  Book  House  for  Children,  1920. 
(Nicely-illustrated  and  well-edited,  but  one  of  an  expensive 
set  of  books.) 

*(12)  Moore,  Clement.  The  Night  Before  Christmas.  New  York: 
Samuel  Gabriel  Sons  &  Co. 

(13)  Rossetti,  Christina.  Sing  Song.  New  York:  The  Macmil¬ 
lan  Co. 

*(14)  Stevenson,  Robert  Louis.  A  Child's  Garden  of  Verses. 
Illustrated  by  Florence  Edith  Storer.  New  York:  Charles 
Scribner’s  Sons,  1920.  (Charles  Scribner’s  Sons  have  some 
twenty- five  poems  not  published  elsewhere.) 

(15)  Wiggin,  Kate  Douglas,  and  Smith,  Nora  Archibald.  The 
Posy  Ring.  New  York:  Doubleday,  Page  &  Co.,  1903. 

c.  Poems  and  rhymes  set  to  music.  (To  be  used  in  both  the  first 
and  second  periods.) 

*(1)  Old  Dutch  Nursery  Rhymes.  English  version  by  R.  H. 
Elkin.  Original  tunes  harmonized  by  J.  Roentgen.  Illus¬ 
trated  by  H.  Willebeek  Le  Mair.  Philadelphia:  David 
McKay,  1917. 

*  (2)  Little  Songs  of  Long  Ago.  Harmonized  by  Alfred  Moffat. 

Illustrated  by  H.  Willebeek  Le  Mair.  Philadelphia:  David 
McKay,  1911.  (Music  excellent  for  little  children.) 

*(3)  Our  Old  Nursery  Rhymes.  Harmonized  by  Alfred  Moffat. 
Illustrated  by  H.  Willebeek  Le  Mair.  Philadelphia:  David 
McKay,  1911.  (Music  excellent  for  little  children.) 

*  (4)  Some  Nursery  Rhymes  of  Belgium ,  France  and  Russia. 

Selected  and  rhymed  into  English  by  L.  Edna  Walter. 
Belgian  airs  harmonized  by  Lucy  Broadwood.  London, 
Coho  Square,  W.:  A.  &  C.  Black,  1917,  The  rhymes  from 
each  country  are  illustrated  by  an  artist  of  that  country. 
(French  rhymes  are  illustrated  by  Boutet  de  Monvel.) 

*(5)  Songs  from  Mother  Goose.  Music  by  Sidney  Homer. 
Illustrated  by  Maginel  Wright  Enright.  New  York:  The 
Macmillan  Co.,  1920. 

2.  Stores  to  be  Read  or  Told  to  the  Children 

*a.  Bannerman,  Helen.  The  Story  of  Little  Black  Sambo.  New 
York:  Frederick  A.  Stokes  Co.,  1900. 

b.  Bryant,  Sara  Cone.  Best  Stories  to  Tell  to  Children .  New 
York:  Houghton  Mifflin  Co.,  1912. 
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*e.  Garrick,  Valery.  Picture  Tales  from  the  Russian.  Translated 
by  Nevill  Forbes.  New  York:  Frederick  A.  Stokes  Co. 

*d.  Clark,  Margery.  The  Poppy  Seed  Cakes.  Illustrated  by  Maud 
and  Miska  Petersham.  Garden  City  and  New  York:  Double¬ 
day,  Page  Co.,  1924. 

*e.  Cock,  the  Mouse,  and  the  Little  Red  Hen,  The.  Retold  by 
Felicite  Lefevre.  Illustrated  by  Tony  Sarg.  Philadelphia: 
George  W.  Jacobs  &  Co. 

*f.  Gruelle,  Johnny.  Raggedy  Ann.  Illustrated  by  Johnny  Gruelle. 

Chicago  and  New  York:  P.  F.  Volland  Co.,  1918. 
g.  Keyes,  Angela.  Stories  and  Story  Telling.  New  York:  D.  Ap¬ 
pleton  &  Co.,  1911. 

*h.  Lofting,  Hugh.  The  Story  of  Mrs.  Tubbs.  Illustrated  by  Hugh 
Lofting.  New  York:  Frederick  A.  Stokes  Co.,  1923. 

*i.  Miller,  Olive  Beaupre.  In  the  Nursery  of  My  Bookhouse. 
Volume  One.  Chicago:  The  Book  House  for  Children,  1920. 
(Well-illustrated,  selected,  and  edited,  but  one  of  an  ex¬ 
pensive  set.) 

*j.  Mitchell,  Lucy  Sprague.  Here  and  Now  Story  Book. 
Illustrated  by  Hendrick  Willem  Van  Loon.  New  York:  E.  P. 
Dutton  &  Co.,  1921.  (For  the  three-year  olds.) 

*k.  O’Grady  and  Throop.  Teacher’s  Story  Telling  Book.  Chicago: 
Rand  McNally  &  Co. 

*1.  Old,  Old  Tales  Retold.  Illustrated  by  Frederick  Richardson. 
Chicago  and  New  York:  P.  F.  Volland  Co.,  1922. 

*m.  Potter,  Beatrix.  The  Tale  of  Peter  Rabbit.  New  York: 
Samuel  Gabriel  Sons  &  Co.  (Large  pictures.  Linenette  book.) 
Also  New  York:  Frederick  Warne  &  Co.  (Original  small 
volume.) 

n.  Shedlock,  Marie.  The  Art  of  the  Story  Teller.  New  York: 
D.  Appleton  &  Co.  (Contains  both  a  source  book  for  teacher 
and  stories  for  children;  also  a  suggestive  list  of  stories.) 

*o.  Story  of  the  Three  Bears,  The.  Illustrated  by  L.  Leslie 
Brooke.  New  York:  Frederick  Varne  &  Co.  (Paper  edi¬ 
tion,  $.75.) 

*p.  Story  of  the  Three  Little  Pigs,  The.  Illustrated  by  L.  Leslie 
Brooke.  New  York:  Frederick  Warne  &  Co.,  1905.  (Paper 
edition,  $.75.  These  two  tales,  “o”  and  “p,”  with  several  others, 
bound  in  cloth,  $3.00.) 

( 

B.  Picture  Books  to  be  Placed  in  the  Hands  of  the  Children.  This  list 
can  be  used  in  both  first  and  second  periods.  Books  marked  with  a  star 
in  the  preceding  lists  may  also  be  used  for  this  purpose.  (Some  of  these 
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books  contain  simple  rhymes,  poems,  or  stories  which  may  be  read  by 
the  brighter  children  who  have  made  a  beginning  in  reading.  It  is  to 
be  remembered  that  the  following  books  are  in  this  list  primarily  be¬ 
cause  of  the  pictures  not  the  reading  content.  One  of  the  most  satis¬ 
factory  sources  of  pictures  in  the  kindergarten  is  the  home-made  scrap 
book.) 

1.  Byron,  May.  The  Little  Small  Red  Hen.  New  York:  Hodder 
&  Stoughton. 

2.  Carter,  William  Harding.  The  Story  of  the  Horse.  Illustrated 
by  Herbert  Miner.  Washington,  D.  C. :  National  Geographic 
Society. 

3.  Deming,  Therese.  Animal  Folk  of  Wood  and  Plain.  Illustrated 
by  Edwin  Deming.  New  York:  Frederick  A.  Stokes  Co.,  1916. 

4.  Deming,  Therese.  Indian  Child  Life.  Illustrated  by  Edwin 
Deming.  New  York:  Frederick  A.  Stokes  Co.,  1899. 

5.  Deming,  Therese.  American  Animal  Life.  Illustrated  by 
Edwin  Deming.  New  York:  Frederick  A.  Stokes  Co.,.  1916. 

6.  Fuertes,  Louis  Agassiz,  and  others.  The  Book  of  Dogs.  Wash¬ 
ington,  D.  C. :  National  Geographic  Society,  1919. 

7.  Henshaw,  Henry.  Book  of  Birds.  Illustrated  by  Louis  Agassiz 
Fuertes.  Washington,  D.  C.:  National  Geographic  Society. 

8.  Kaberry,  Charles.  The  Book  of  Baby  Dogs.  Illustrated  by 
E.  J.  Detmold.  New  York:  Hodder  and  Stoughton. 

9.  My  Book  of  Birds.  New  York:  Samuel  Gabriel  Sons  &  Co. 

10.  Nature  Magazine.  Washington,  D.  C.:  American  Nature  As¬ 
sociation. 

11.  Nelson,  Edward  W.,  Wild  Animals  of  North  America. 
Illustrated  by  Louis  Agassiz  Fuertes.  Washington,  D.  C.: 
National  Geographic  Society. 

12.  The  Railway  Book.  New  York:  Samuel  Gabriel  Sons  &  Co., 
1913.  (Linenette  book.) 

13.  Smith,  E.  Boyd.  The  Chicken  World.  Also  illustrated  by 
E.  Boyd  Smith.  New  York:  G.  P.  Putnam’s  Sons. 

14.  Smith,  E.  Boyd.  The  Circus.  Illustrated  by  E.  Boyd  Smith. 
New  York:  Frederick  A.  Stokes  Co. 

15.  Smith,  E.  Boyd.  The  Country  Book.  New  York:  Frederick 
A.  Stokes  Co.,  1924. 

16.  Smith,  E.  Boyd.  The  Farm  Book.  New  York:  Houghton 
Mifflin  Co.,  1910.  Also  by  the  same  author  and  publisher, 
The  Railroad  Book  (1913)  and  The  Seashore  Book. 

17.  Story  of  the  Ship,  The.  Illustrated  by  Gordon  Grant.  New 
York:  McLoughlin  Bros.,  Inc.,  1919. 
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II.  ACTIVITIES  THAT  PREPARE  FOR  READING  PY  ENRICHING  THE  CHILD’S 

EXPERIENCES 

A.  Projects,  examples  of: 

1.  Making  valentines 

2.  Making  Christmas  gifts 

3.  Making  a  jack-o’-lantern 

4.  Making  a  snowman  from  snow 

5.  Collecting  frog  eggs  and  watching  the  tadpoles  change 
into  frogs. 

6.  Canning 

7.  Making  apple  jelly 

8.  Making  biscuits 

9.  Weaving  large  rugs 

10.  Churning  butter 

11.  Making  a  bird  bath 

12.  Building  a  terrarium 

13.  Filling  an  aquarium 

14.  Caring  for  hen  and  chickens 

15.  Making  a  garden 

16.  Preparing  for  a  party 

B.  Nature  study  activities 

C.  Games 

D.  Excursions 

E.  Hygiene  lessons 

F.  Using  stereopticon  views 

G.  Bulletin  boards 

The  following  books  will  help  the  teacher  make  such  experiences  vital : 
Hill,  Patty  and  others.  A  Conduct  Curriculum.  New  York:  Charles 
Scribner’s  Sons. 

Parker,  S.  C.,  and  Temple,  Alice,  Unified  Kindergarten  and  First- 
Grade  Teaching.  Chicago:  University  of  Chicago  Press, 
1924. 

Salisbury,  Ethel  I.  An  Activity  Curriculum  for  the  Kindergarten 
and  the  Primary  Grades.  San  Francisco:  Harr  Wagner 
1924. 


THE  SECOND  PERIOD 

(Here  the  object  of  instruction  is  “to  introduce  pupils  to  reading 
as  a  thought-getting  process.”  This  period  follows  period  one  in  the 
first  grade  and  sometimes  extends  into  the  second  grade.) 
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I.  MATERIALS  NEEDED  IN  THE  DEVELOPMENT  OF  INFORMAL  LESSONS 

A.  Rich  Experiences. 

All  the  types  of  interesting,  informal  activities  recommended  in 
the  first  period  as  a  preparation  for  reading  are  appropriate  also 
for  the  second  period.  As  pointed  out  in  Chapter  III,  they  consti¬ 
tute  the  basic  approach  to  reading  as  a  thought-getting  process. 
They  should  by  no  means  be  discontinued  even  after  children  have 
begun  to  read  in  books.  Throughout  the  second  and  even  the  third 
period,  a  considerable  part  of  the  reading  should  be  tied  up  with 
such  vital  experiences.  The  following  references  give  valuable  sug¬ 
gestions  as  to  how  such  activities  may  be  made  the  basis  of  reading 
lessons : 

Bonser,  F.  G.,  and  Mossman,  L.  E.  Industrial  Arts  for  Elementary 
Schools.  New  York:  Macmillan,  1923. 

McCracken,  T.  C.,  and  Lamb,  H.  E.  Occupational  Information  in 
the  Elementary  School.  New  York:  Houghton  Mifflin,  1924. 

Parker,  S.  C.  Types  of  Elementary  Teaching  and  Learning. 
Chicago:  Ginn  &  Co.,  1924.,  pp.  72-102. 

Twentieth  Yearbook,  Part  II  of  this  Society.  Bloomington,  Ill.: 
Public  School  Pub.  Co.,  1920,  pp.  153-172. 

Watkins,  Emma.  How  to  Teach  Silent  Reading  to  Beginners. 
Philadelphia:  J.  B.  Lippincott,  1924. 

B.  Materials  Necessary  for  Recording  the  Lessons  Which  Are 
Developed  from  These  Activities. 

1.  The  hectograph  used  with  long-hand  or  manuscript  writing 

2.  The  hectograph  used  with  a  large-type  typewriter 

3.  A  frame  and  special  sets  of  large  type  with  which  the  les¬ 

son  can  be  set  up  by  the  teacher 

4.  Blackboard  work,  bulletins  and  cards.  It  is  best,  to  print 

or  use  manuscript  writing  in  preparing  these  charts 
rather  than  to  use  a  printing  outfit  or  gummed  letters. 
Manuscript  writing  is  much  more  rapid,  as  well  as 
more  satisfactory.  A  little  practice  will  enable  the 
teacher  to  prepare  these  charts  very  rapidly.® 


8  Wise,  Marjorie.  On  the  Technique  of  Manuscript  Writing.  New 
York:  Scribners,  1924. 
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II.  THE  PRIMER 

It  is  desirable  to  delay  the  introduction  of  the  primer  until  con¬ 
siderable  facility,  has  been  developed  in  reading  exercises  of  the  type 
just  described.  Even  when  the  primer  has  been  introduced  ,  it  should 
be  supplemented  regularly  by  such  informal  procedures  as  are  sug¬ 
gested  in  Chapters  III  and  IV.  Naturally,  the  more  nearly  the 
exercises  in  the  method  book  can  approach  the  thoughtful,  informal 
procedure  recommended  there,  the  better  and  more  desirable  the 
book  will  be.  One  or  two  full  sets  of  primers  should  be  provided  for 
each  class.  In  addition,  there  should  be  a  few  copies  each  of  a 
number  of  primers  to  use  with  children  in  groups.  The  standards 
which  a  primer  should  meet  are : 

A.  The  book  should  deal  with  interesting  experiences  or  story 

materials.  There  is  no  place  for  the  barren  “I  see  a  man,” 

■  “Can  the  man  see  me?”  type  of  repetition. 

B.  It  is  inexcusable  for  any  method  to  be  so  prominent  that  it  com¬ 

pletely  overshadows  the  thought  of  the  selection. 

C.  There  should  be  a  brief,  simple,  efficient  manual. 

D.  It  is  essential  that  the  mechanical  construction  of  the  book  be 

satisfactory. 

E.  The  vocabulary  should  meet  two  requirements:  (1)  It  should 

be  within  the  comprehension  of  the  children  who  are  to  use 
it;  and (2)  it  should  contain  the  words  of  the  greatest  value 
to  the  child  in  his  present  and  future  reading. 

We  are  fortunate  in  having  fairly  adequate  data  on  the  child’s 
vocabulary  at  or  below  the  first-grade  level.  These  data  were  secured 
by  combining  the  words  from  three  investigations. 

The  first  investigation,  by  Ernest  Horn,  consisted  in  combining 
the  words  reported  in  the  individual  study  of  the  spoken  vocabulary 
of  eighty  children  varying  in  age  from  one  to  six  years.  These  words, 
when  arranged  according  to  the  age  of  the  pupils,  give  some  very 
interesting  information  regarding  the  growth  of  language  abilities. 

The  second  investigation  was  carried  on  under  the  direction  of 
Mrs.  Ernest  Horn  with  the  assistance  of  the  kindergarten  teachers 
of  Iowa  and  Minneapolis.  In  this  investigation  about  200,000  run- 
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ning  words  of  the  spoken  vocabulary  of  kindergarten  children  were 
analyzed. 

The  third  investigation,  by  P.  C.  Packer,  consisted  of  the  tabula¬ 
tion  of  about  70,000  running  words  of  the  spoken  vocabulary  of 
first-grade  children  in  Detroit.  These  vocabulary  counts  were  taken 
from  the  records  of  what  the  children  said  in  connection  with  the 
activities  in  the  more  informal  school  periods. 

When  the  results  of  these  three  studies  were  put  together,  nearly 
5,000  different  words  were  found.  However,  many  of  these  occurred 
but  once  or  twice.  In  order  to  secure  a  more  limited  list  which 
seemed  likely  to  contain  those  words  which  the  average  first-grade 
child  could  be  expected  to  know,  all  words  were  taken  which  occurred 
in  three  investigations  with  a  total  frequency  of  15  or  more,  or  in 
two  of  the  three  investigations  with  a  total  frequency  of  25  or  more. 
This  list  of  words  follows: 

The  Commonest  Words  in  the  Spoken  Vocabulary  of  Children 
Up  to  and  Including  Six  Years  of  Age 


a 

almost 

any 

ask 

about 

alone 

anybody 

asleep 

across 

along 

anything 

at 

act 

already 

anyway 

ate 

aeroplane 

always 

apple 

aunt 

afraid 

am 

apples 

auto 

after 

American 

apron 

automobile 

afternoon 

an 

are 

awake 

again 

and 

aren’t 

away 

ah 

animal 

around 

awful 

air 

another 

arm 

all 

ant 

as 

babies 

bank 

bed 

beside 

baby 

barn 

bedroom 

best 

back 

basket 

bee 

bet 

bad 

bat 

been 

better 

bag 

bath 

before 

bicycle 

bake 

bathing 

begin 

big 

ball 

be 

behind 

bigger 

balloon 

bean 

believe 

bill 

banana 

bear 

bell 

bird 

band 

beat 

belong 

birds 

bang 

because 

belt 

birthday 
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biscuit 

boil 

bit 

bone 

bite 

bonnet 

black 

book 

blackbird 

books 

blanket 

both 

blind 

bother 

block 

bottle 

blocks 

bottom 

blood 

bought 

blow 

bounce 

blue 

bow 

bluebird 

box 

board 

boy 

boat 

boys 

body 

brake 

cabbage 

cent 

cage 

center 

cake 

cents 

caU 

chain 

came 

chair 

camel 

chairs 

can 

chalk 

candle 

change 

candy 

chase 

can’t 

cheese 

cap 

cherry 

cape 

chicken 

car 

chickens 

card 

child 

care 

children 

careful 

chimney 

carpet 

chin 

carriage 

chocolate 

carry 

choose 

carrot 

chop 

cars 

Christmas 

cart 

church 

cat 

circle 

catch 

circus 

caught 

clap 

cause 

class 

daddy 

dandelion 

dance 

dandy 

bread 

built 

break 

bump 

breakfast 

bunch 

breast 

bunny 

brick 

bush 

bridge 

busy 

bring 

but 

broke 

butter 

broken 

butterfly 

broom 

button 

brother 

buy 

brought 

by 

brown 

bye 

brush 

buggy 

building 

clean 

cost 

clear 

could 

climb 

couldn’t 

clock 

count 

close 

country 

cloth 

cousin 

clothes 

cover 

cloud 

cow 

coal 

cows 

coat 

cracker 

cocoa 

cradle 

coffee 

crawl 

cold 

crayon 

collar 

crazy 

color 

cream 

comb 

crooked 

come 

cross 

comes 

cry 

coming 

cup 

company 

cupboard 

conductor 

curtain 

cook 

cut 

cookie 

cute 

coop 

corn 

comer 

day 

dear 

dead 

deep 
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depot 

dish 

desk 

dishes 

did 

do 

didn’t 

doctor 

die 

does 

died 

doesn’t 

different 

dog 

dig 

doing 

dinner 

doll 

dirt 

dollar 

dirty 

dollars 

each 

eggs 

ear 

eight 

early 

either 

Easter 

electric 

easy 

elephant 

eat 

eleven 

egg 

else 

face 

field 

fair 

fifteen 

fall 

fight 

family 

fill 

far 

find 

farm 

fine 

farmer 

finger 

fast 

finish 

fat 

fire 

father 

fireman 

feather 

first 

feed 

fish 

feel 

five 

feet 

fix 

fell 

fixed 

fence 

flag 

game 

girls 

garage 

Igive 

garden 

glad 

gas 

glass 

gasoline 

glasses 

gate 

go 

gave 

God 

get 

goes 

getting 

going 

girl 

gold 

dolls 

dress 

dolly 

drink 

done 

drive 

donkey 

driver 

don’t 

drop 

door 

drum 

down 

dry 

downstairs 

duck 

dozen 

dust 

draw 

drawer 

empty 

every 

end 

everybody 

engine 

everyone 

enough 

everything 

envelope 

eyes 

even 

ever 

flew 

found 

floor 

four 

flour 

fresh 

flower 

Friday 

flowers 

friend 

fly 

frog 

flying 

from 

fold 

front 

follow 

fruit 

food 

full 

foot 

fun 

football 

funny 

for 

furniture 

forget 

forgot 

fork 

gone 

great 

good 

green 

good-bye 

ground 

goose 

grow 

got 

guess 

grandma 

gum 

grapes 

gun 

grass 

gravy 

gray 
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had 

haven’t 

he’s 

horn 

hair 

hay 

hide 

horse 

half 

healthy 

high 

horses 

hammer 

hear 

hill 

hose 

hand 

heard 

him 

hot 

handkerchief 

Heaven 

his 

house 

handle 

heavy 

hit 

how 

hands 

hello 

hoe 

hundred 

hang 

help 

hold 

hungry 

happy 

hen 

hole 

hurry 

hard 

her 

home 

hurt 

has 

here 

honey 

husband 

have 

here’s 

hop 

I 

I’ll 

inside 

isn’t 

ice 

I’m 

into 

it 

ice  cream 

in 

iron 

it’s 

if 

Indian 

is 

I’ve 

Jack 

Jack  Frost 

jail 

jelly 

jump 

just 

keep 

killed 

kitty 

knocked 

kettle 

kind 

knee 

know 

key 

kiss 

knew 

known 

kick 

kitchen 

knife 

kill 

kitten 

knock 

ladder 

learn 

lettuce 

look 

lady 

leave 

light 

looked 

lake 

leaves 

like 

looking 

land 

left 

line 

looks 

last 

leg 

lion 

lost 

late 

lemon 

listen 

lot 

laugh 

lesson 

little 

lots 

lawn 

let 

live 

love 

lay 

let’s 

lock 

low 

leaf 

letter 

long 

lunch 

machine 

man 

May 

men 

mad 

many 

may 

merry-go-round 

made 

marble 

me 

middle 

make 

March 

mean 

might 

makes 

mark 

meat 

milk 

making 

match 

medicine 

mind 

mamma 

matter 

meet 

mine 
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minute 

more 

move 

mustn’t 

miss 

morning 

Mr. 

my 

Monday 

most 

much 

myself 

money 

mother 

mud 

monkey 

mouse 

music 

moon 

mouth 

must 

nail 

needle 

night 

not 

name 

neither 

nightgown 

nothing 

napkin 

nest 

nine 

now 

naughty 

never 

no 

numb'ir 

near 

new 

nobody 

nurse 

nearly 

next 

noise 

nut 

neck 

nice 

none 

need 

nickel 

nose 

o’clock 

once 

or 

our 

of 

one 

orange 

ours 

off 

ones 

oranges 

out 

office 

onions 

other 

outdoors 

old 

only 

ouch 

over 

on 

open 

ought 

own 

pack 

peanut 

pin 

pot 

page 

peas 

pink 

potato 

pail 

peep 

pipe 

potatoes 

paint 

pencil 

pitcher 

pound 

pair 

penny 

place 

pour 

pan 

people 

plant 

powder 

papa 

piano 

plate 

pretty 

paper 

pick 

played 

pull 

parade 

picnic 

playing 

pumpkin 

park 

picture 

please 

punch 

part 

pictures 

plow 

puppy 

party 

pie 

pocket 

purple 

pass 

piece 

point 

push 

past 

pieces 

pole 

pussy 

paste 

pig 

policeman 

put 

pat 

pigeon 

pony 

putting 

pattern 

pigs 

poor 

pay 

pile 

pop 

peach 

pillow 

porch 

quick 

quiet 

quite 

rabbit 

radish 

raining 

ran 

race 

rain 

rake 

rat 
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reach 

remember 

read 

rest 

ready 

ribbon 

real 

ride 

really 

right 

red 

ring 

reindeer 

river 

said 

shoes 

sail 

shoot 

salt 

shop 

same 

shot 

sand 

should 

sandwich 

shovel 

Santa  Claus 

show 

Saturday 

shut 

saucer 

sick 

save 

sidewalk 

saw 

silk 

says 

silver 

scared 

sing 

school 

sir 

scissors 

sister 

seat 

sit 

second 

sitting 

see 

six 

seed 

skate 

seeds 

skip 

seem 

sky 

seen 

sled 

sell 

sleeping 

send 

sleepy 

sent 

slide 

set 

slip 

seven 

slippers 

sew 

slow 

shall 

small 

she 

smell 

sheep 

smoke 

shelf 

smooth 

shell 

snow 

shine 

so 

shoe 

soak 

table 

tag 

tablecloth 

tail 

road 

rope 

robin 

roses 

rock 

round 

rode 

row 

roll 

run 

roof 

running 

room 

socks 

stocking 

soft 

stockings 

sold 

stone 

soldier 

stop 

soldiers 

stopped 

some 

store 

somebody 

story 

someone 

stove 

something 

straight 

song 

straw 

soon 

strawberry 

sound 

street 

soup 

string 

sour 

strong 

sparrow 

stuck 

spider 

stuff 

spill 

such 

spoon 

sugar 

spring 

suit 

sprinkle 

summer 

square 

sun 

squirrel 

Sunday 

stairs 

Sunday-school 

stand 

sunshine 

standing 

supper 

star 

suppose 

start 

sure 

station 

sweater 

stay 

sweep 

steal 

sweet 

steam 

swim 

stem 

swing 

step 

stick 

still 

take 

taking 

takes 

talk 

192  THE  TWENTY-FOURTH  YEARBOOK 


talking 

these 

tea 

they 

teacher 

thing 

tear 

things 

teeter 

think 

teeth 

thirsty 

telephone 

this 

tell 

those 

ten 

though 

tent 

thought 

than 

thousand 

thank 

thread 

Thanksgiving 

three 

that 

through 

that’s 

throw 

the 

thumb 

their 

ticket 

them 

tie 

then 

tiger 

there 

tight 

umbrella 

until 

uncle 

up 

under 

upon 

very 

wagon 

we 

wait 

wear 

wake 

week 

walk 

well 

walking 

we’ll 

wall 

went 

want 

were 

wanted 

we’re 

wants 

wet 

warm 

we’ve 

was 

what 

wash 

what’s 

washed 

wheel 

washing 

when 

wasn’t 

where 

watch 

which 

water 

while 

way 

whip 

till 

town 

time 

toy 

times 

toys 

tiny 

track 

tip 

train 

tire 

tree 

tired 

trees 

to 

truck 

to-day 

trunk 

toe 

trying 

together 

tub 

told 

Tuesday 

to-morrow 

turkey 

tongue 

turn 

too 

turned 

took 

twelve 

tooth 

twenty 

top 

two 

touch 

towel 

upstairs 

used 

us 

use 

whistle 

wolf 

white 

woman 

who 

wonder 

whoa 

won’t 

whole 

wood 

whose 

woodpecker 

why 

woods 

wide 

word 

will 

work 

wind 

worm 

window 

would 

windows 

wouldn’t 

winter 

write 

wipe 

writing 

wire 

wrong 

wish 

wishes 

with 
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yard  yes  you  yourself 

year  yesterday  your 

yellow  yet  yours 

The  degree  to  which  the  primer  prepares  for  immediate  and  near 
future  reading  needs  can  be  determined  by  comparing  it  with  the 
words  most  commonly  found  in  the  analysis  of  first,* * * 7 8  second,7  and 
third  8  readers.  These  three  investigations  were  made  several  years 
ago.  Recently  Supt.  H.  W.  Kircher  of  Sheboygan,  Wisconsin,  has 
completed  the  analysis  of  the  vocabulary  of  37  primers  and  first 
readers.  His  investigation  has  not  been  published,  but  he  has  kindly 
given  permission  to  print  his  list,  which  follows : 


a 

air 

an 

arms 

about 

Alice 

and 

around 

above 

all 

another 

as 

acorn 

almost 

answer 

ask 

across 

alone 

any 

asleep 

afraid 

along 

anything 

at 

after 

also 

apple 

ate 

again 

always 

apples 

awake 

against 

am 

are 

away 

ago 

among 

arm 

baby 

beat 

better 

blows 

back 

beautiful 

big 

blue 

bad 

because 

bird 

boat 

bag 

bed 

birds 

boats 

bake 

bee 

birthday 

book 

baker 

bees 

bit 

books 

ball 

been 

bite 

both 

bark 

before 

black 

bow 

barn 

began 

blacksmith 

bowl 

basket 

behind 

blew 

bowls 

be 

bell 

blossom 

bow-wow 

bear 

best 

blow 

box 

•Packer,  J.  L.  “The  Vocabularies  of  Ten  First  Readers.”  The  20th 

Yearbook  of  this  Society,  Part  II,  Ch.  IX.  Public  School  Pub.  Co.,  Bloom¬ 

ington,  Ill.,  1921. 

7  Housh,  E.  T.  “Analysis  of  the  Vocabularies  of  Ten  Second-year  Read¬ 
ers.”  The  17th  Yearbook  of  this  Society,  Ch.  IV.  Public  School  Pub.  Co., 
1918. 

8  Miller,  N.  S.  “A  Critical  Analysis  of  Vocabulary  of  Ten  Third  Read¬ 
ers.”  Masta*’s  thesis,  University  of  Iowa. 
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boy 

bright 

boys 

bring 

branch 

brings 

bread 

broke 

breast 

brook 

brick 

broom 

bridge 

brother 

cake 

carry 

calf 

cares 

call 

cat 

called 

catch 

calls 

caught 

came 

chair 

can 

change 

candy 

cheese 

cannot 

chick 

can’t 

chicken 

cap 

child 

car 

children 

cars 

chimney 

care 

Christmas 

daisy 

dew 

Dan 

diamond 

dance 

did 

dandelion 

dig 

dark 

dinner 

day 

dish 

dead 

do 

dear 

doctor 

deep 

does 

den 

dog 

each 

east 

ear 

eat 

early 

eaten 

ears 

eating 

earth 

eats 

face 

farm 

fairies 

farmer 

fall 

fast 

falling 

faster 

family 

fat 

far 

father 

brought 

buttercup 

brown 

butterfly 

build 

buy 

built 

buzz 

burn 

but 

butter 

by 

city 

corn 

clear 

could 

clock 

country 

close 

cover 

clothes 

cow 

clouds 

cows 

coal 

cradle 

coat 

cream 

cock 

cried 

cold 

cries 

come 

cross 

comes 

cry 

coming 

cut 

cook 

cheer 

doing 

draw 

doll 

dream 

dolly 

dress 

done 

drink 

donkey 

drive 

don’t 

drum 

door 

dry 

dove 

duck 

down 

drank 

dust 

eggs 

everything 

eight 

everywhere 

evening 

eye 

ever 

every 

eyes 

fed 

field 

feed 

fill 

feel 

find 

feet 

fine 

fell 

finger 

fellow 

fir 

MATERIALS  FOR  INSTRUCTION  IN  READING  195 


fire 

flour 

foot 

friend 

first 

flower 

for 

frightened 

fish 

flowers 

forget 

from 

five 

fly 

found 

frost 

flag 

flying 

four 

fruit 

flew 

follow 

fox 

full 

flies 

following 

Fred 

fun 

floor 

food 

fresh 

funny 

game 

glad 

good-by 

green 

garden 

go 

goose 

grew 

gate 

goat 

got 

grind 

gather 

God 

grain 

ground 

gave 

goes 

grandma 

grow 

get 

going 

grandmother 

growing 

gingerbread 

gold 

grandpa 

guess 

girl 

golden 

grass 

girls 

gone 

gray 

give 

good 

great 

had 

having 

her 

honey 

hair 

hay 

here 

hop 

half 

he 

herself 

horn 

hand 

head 

hide 

horse 

hands 

health 

high 

hot 

hang 

hear 

hill 

hour 

happy 

heard 

him 

house 

hard 

hears 

himself 

horses 

harm 

heart 

his 

how 

has 

help 

hold 

hungry 

hat 

helped 

hole 

hurrah 

have 

hen 

home 

hurt 

I 

ill 

into 

it 

ice 

I’ll 

iron 

its 

if 

in 

is 

Jack 

John 

jump 

just 

Jill 

keep 

kind 

kitten 

know 

kept 

king 

kitty 

kill 

kite 

knew 

lamb 

large 

late 

lay 

land 

last 

laugh 

lead 

I 
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leaf 

letter 

learn 

light 

leave 

like 

leaves 

likes 

legs 

lilies 

left 

lily 

less 

lion 

lesson 

listen 

let 

little 

made 

me 

make 

meadow 

makes 

meadows 

making 

meat 

mamma 

meet 

man 

men 

many 

merry 

March 

met 

Mary 

mew 

market 

might 

matter 

mile 

may 

milk 

name 

neighbor 

named 

neither 

namos 

nest 

near 

never 

neck 

new 

Ned 

next 

need 

nice 

0 

old 

oak 

on 

of 

once 

off 

one 

often 

only 

oh 

open 

pail 

peep 

pan 

pen 

papa 

penny 

paper 

people 

party 

pet 

pat 

pick 

paw 

picked 

pay 

picture 

live 

looks 

lived 

lost 

lives 

loud 

load 

love 

long 

loved 

longer 

loves 

look 

looked 

looking 

miller 

much 

mill 

Mr. 

mind 

Mrs. 

mine 

music 

money 

must 

moon 

my 

more 

myself 

morning 

mother 

mothers 

mouse 

mouth 

night 

nose 

nine 

not 

no 

nothing 

noise 

now 

none 

nut 

nor 

nuts 

north 

opened 

out 

or 

oven 

orange 

over 

other 

own 

others 

ox 

our 

pictures 

play 

pie 

played 

piece 

playing 

pieces 

plays 

pig 

playmate 

pink 

pleasant 

place 

please 

plant 

pleased 
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plum 

pot 

pull 

puts 

pony 

present 

pussy 

poor 

pretty 

put 

quack 

queer 

rabbit 

ready 

river 

room 

race 

red 

road 

rooster 

rain 

rest 

robin 

roots 

ran 

ride 

rock 

round 

rat 

right 

rocks 

run 

reach 

ring 

rode 

runs 

read 

ripe 

roll 

sad 

set 

six 

squirrels 

said 

seven 

skip 

stand 

sail 

shake 

sky 

star 

sailing 

shall 

sleep 

stars 

salt 

sharp 

sleeping 

start 

same 

she 

sleepy 

stay 

sand 

sheep 

sly 

step 

sang 

shell 

small 

stick 

Santa  Claus 

shine 

smell 

sticks 

sat 

shining 

smile 

still 

Saturday 

ship 

snow 

sting 

saw 

shoe 

so 

stocking 

say 

shoes 

soft 

stone 

saying 

shook 

soldier 

stop 

says 

short 

soldiers 

store 

school 

should 

some 

stories 

scratch 

show 

something 

story 

sea 

shut 

sometimes 

street 

second 

sick 

son 

strong 

see 

side 

song 

sugar 

seed 

sight 

soon 

summer 

seeds 

silver 

sorry 

sun 

seek 

sing 

sound 

suppej 

seem 

singing 

south 

sweep 

seen 

sings 

speak 

sweet 

sees 

sister 

spin 

swing 

sell 

sit 

spoon 

swim 

send 

sitting 

spring 

sent 

sits 

squirrel 

table 

take 

taking 

talking1 

tail 

takes 

talk 

tall 
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teach 

they 

thus 

touch 

teacher 

thin 

till 

town 

teeth 

thing 

time 

train 

tell 

things 

times 

tramp 

ten 

think 

tiny 

tree 

than 

thinks 

to 

tried 

thank 

this 

to-day 

trot 

that 

those 

together 

true 

the 

though 

told 

try 

their 

thought 

Tom 

turn 

them 

three 

too 

turkey 

then 

throw 

took 

to-morrow 

there 

through 

tools 

two 

these 

thumb 

top 

uncle 

up 

us 

used 

under 

upon 

use 

very 

violet 

visit 

voice 

\ 

wagon 

wave 

whole 

woke 

wait 

way 

whose 

woman 

waited 

we 

whom 

women 

waiting 

wee 

why 

wolf 

wake 

well 

wide 

wonder 

waked 

went 

will 

won’t 

walk 

were 

wind 

wood 

walking 

west 

window 

woods 

wall 

wet 

wing 

wool 

want 

what 

wings 

word 

wanted 

wheat 

winter 

words 

wants 

when 

wise 

work 

warm 

where 

wish 

world 

was 

which 

wished 

would 

wash 

while 

wishes 

write 

watch 

white 

with 

water 

who 

without 

yard 

yellow 

you 

yourself 

year 

yes 

young 

years 

yet 

your 
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III.  LITERARY  READERS  TO  BE  USED  FOR  CLASS  EXERCISES  IN  BOTH, 
ORAL  AND  SILENT  RECREATORY  READING 

One  or  two  complete  sets  of  such  books  are  sufficient.  In  addition, 
a  few  copies  each  of  several  books  should  be  provided  for  use  with 
groups.  The  standards  for  this  type  of  reader  are  set  up  elsewhere. 
Additional  standards  for  literary  readers  in  this  period  are : 
(a)  the  selections  should  not  be  too  long;  and  (b)  those  used  for 
dramatization  should  have  action,  or  lively  conversation,  or  be 
suited  to  pantomine. 

IV.  FREE  READING 

Sometimes  a  child  will  prefer  to  read  by  himself ;  at  other  times 
he  may  wish  to  read  with  a  small  group  of  his  classmates. 

The  policy  should  be,  after  one  complete  set  of  books  has  been 
purchased,  to  buy  one  copy  each  of  a  large  number  of  different 
books,  so  that  much  individual  and  group  reading  may  be  done. 
There  are  at  present  very  few  whole  story  units  for  children  of  this 
age.  The  best  of  these  should  be  purchased. 

These  individual  copies  should  be  the  most  attractive  that  can 
be  obtained.  Since  but  one  of  a  kind  is  bought,  it  is  feasible  to  pur¬ 
chase  more  expensive  books  and  better  editions  than  would  be  possi¬ 
ble  were  the  books  bought  in  sets. 

A  great  number  of  progressive  schools  use  a  table  upon  which  to 
display  these  books  to  the  children,  and  set  aside  a  period  each  day 
for  free  reading. 

V.  SEAT  WORK 

There  has  always  been  a  demand  on  the  part  of  classroom  teach¬ 
ers  for  aid  in  the  solution  of  the  problem  of  what  to  do  with  pupils 
for  seat  work.  In  primary  rooms,  which  are  more  informally  fur¬ 
nished,  this  problem  is  better  stated  in  terms  of  work  that  the  pupil 
can  do  without  the  immediate  direction  of  the  teacher.  Of  course, 
free  reading  comes  under  this  classification.  Exercises,  similar  in 
type  to  the  informal  tests  listed  in  Chapter  IX,  are  excellent  for  this 
purpose. 

VI.  THE  BEGINNING  OF  SILENT  READING  OF  THE  WORK  TYPE 

One  or  two  sets  of  work-type  silent  readers  are  sufficient.  The 
subject  matter  of  such  readers  should  furnish  interesting  and  vital 
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information.  Such  reading,  even  more  than  the  reading  of  litera¬ 
ture,  is  the  natural  outgrowth  of  the  informal  exercises  recom¬ 
mended  for  introducing  the  child  to  reading  as  thought-getting. 
These  silent  reader  texts  should  not  be  introduced  until  a  child  has 
gained  considerable  facility  in  doing  the  reading  which  is  based 
upon  informational  activities.  The  fact  that  such  readers  contain 
information  on  problems  in  which  the  child  is  interested  makes 
them  especially  valuable  for  stimulating  discussion  and  for  develop¬ 
ing  a  rigorous,  thoughtful  attitude  toward  the  work  type  of  reading. 
There  is  great  need  for  more  books  which  present  answers  to  ques¬ 
tions  which  children  frequently  ask. 

VII.  PHONICS 

Materials  used  in  the  teaching  of  phonics  depend,  of  course, 
upon  the  method  which  the  committee  recommends.  This  method 
seems  to  be,  in  general,  an  analytical  one,  introduced  only  after  the 
child  has  gained  a  fair  vocabulary  of  sight  words.  If  commercial 
charts  are  used  care  must  be  taken  to  insure  that  the  phonic  train¬ 
ing  is  kept  in  its  proper  subordinate  place  and  approached  in  a  truly 
functional  way. 

» 

VIII.  EXERCISES  TO  DEVELOP  THOUGHT  GROUPING,  TO  ENCOURAGE  READ¬ 

ING  FOR  THE  THOUGHT,  AND  TO  PREVENT  LIP  READING 

These  exercises  must  be  carefully  constructed  if  they  are  to  serve 
the  purposes  for  which  they  are  intended.  They  must  be  so  made 
that  the  child  can  show  he  understands  the  meaning  in  some  way 
other  than  by  oral  reading.  The  most  convenient  way  of  providing 
materials  for  these  exercises  is  in  the  form  of  cards,  either  printed 
or  written  in  manuscript  writing.  Two  companies  have  already 
issued  cards  which  seem  to  satisfy  these  requirements.  Any  set  of 
such  cards,  however,  must  be  supplemented  by  others  of  the  same 
type  based  upon  the  experiences  which  the  child  is  having  day  by 
day.  The  teacher  may  model  the  form  of  these  home-made  cards 
upon  the  commercial  sets  which  are  now  available. 

Too  much  care  cannot  be  taken  with  the  vocabulary,  the  thought, 
and  the  form  of  these  cards.  It  should  be  remembered  that  these 
exercises  are  not  intended  for  teaching  new  words.  They  are  to  give 
facility  in  combining  into  thoughts  the  words  with  which  the  chil- 
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dren  are  already  familiar.  Unless  carefully  constructed  and  intelli¬ 
gently  used,  such  exercises  are  a  waste  of  time. 

SPECIFIC  RECOMMENDATIONS  FOR  THE  SECOND  PERIOD 
I.  MATERIALS  NEEDED  FOR  RECREATORY  READING 
A.  Books  to  be  Read  to  Children  by  the  Teacher. 

1.  Poetry  and  Rhymes 

a.  Bailey,  Carolyn  S.  Stories  and  Rhymes  for  a  Child.  With  illus¬ 

trations  by  Christine  Wright.  Springfield,  Mass.:  Milton 
Bradley  Co.,  1909. 

b.  Browning,  Robert.  The  Pied  Piper  of  Hamelin.  Illustrated  by 

Hope  Dunlap.  Chicago:  Rand  McNally  Co.,  1910. 

c.  Burt,  Mary  E.  (Ed.)  Poems  that  Every  Child  Should  Know. 

New  York:  Doubleday,  Page  &  Co.,  1904,  1909. 

d.  De  La  Mare,  Walter,  A  Child’s  Day  (1923);  Down-Adowi u- 

Derry  (1922);  Peacock  Pie,  1916.  New  York:  Henry  Holt 
&  Co. 

e.  Harris,  Ada  Van  Stone  and  Gilbert,  Charles  Benajah.  Poems  by 

Grades,  Vol.  I.  New  York:  Charles  Scribner’s  Sons,  1907. 

f.  Lucas,  Edward  V.  (Comp.).  A  Book  of  Verses  for  Children. 

New  York:  Henry  Holt  &  Co. 

g.  Moore,  Clement.  The  Night  Before  Christmas.  New  York: 

Samuel  Gabriel  Sons  &  Co. 

h.  Quiller-Couch,  Lillian  and  Mabel  (Ed.).  The  Treasure  Book  of 

Children’s  Verse.  New  York:  G.  H.  Doran  Co.,  1923. 

i.  Quiller-Couch,  Lillian  and  Mabel  (Ed.).  The  Treasure  Book  of 

Children’s  Verse.  Illus.  by  Etheldreda  Gray.  New  York: 
Hodder  &  Stoughton,  1911. 

j.  Roberts,  Elizabeth  Maddox.  Under  the  Tree.  New  York:  B.  W. 

Huebsch,  Inc. 

k.  Rossetti,  Christina.  Sing  Song.  New  York:  Macmillan  Co. 

l.  Sherman,  Frank  Dempster.  Little  Folks’  Lyrics.  New  York: 

Houghton  Mifflin  Co. 

m.  Wynne,  A.  For  Days  and  Days.  New  York:  Frederick  A. 

Stokes  Co.,  1919. 

2.  Poetry  Set  to  Music. 

(See  recommendations  for  the  first  period.) 

3.  Stories. 

a.  Bailey,  Carolyn  Sherwin  and  Lewis,  Clara  M.  For  the  Chil¬ 
dren’s  Hour.  Illustrated  by  G.  W.  Breck,  Springfield,  Mass. : 
Milton  Bradley  Co.,  1906. 
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b.  Brooke,  Leslie  L.  Tom  Thumb.  New  York:  Frederick  Warne 

and  Co. 

c.  Bryant,  Sara  Cone.  How  to  Tell  Stories  to  Children.  New  York. 

Houghton  Mifflin  Co.,  1905.  Chicago:  A.  Flanagan  Co., 
1913.  Revised  edition. 

d.  Cowles,  Julia  D.  (Comp.).  Stories  to  Tell.  Indian  Nature  Myths. 

Chicago:  A.  Flanagan  Co.,  1906-1918. 

e.  Dasent,  Sir  George  Webb.  Popular  Tales  from  the  Norse.  New 

York:  G.  P.  Putnam’s  Sons. 

f.  Davis,  John  W.  Four  New  York  Boys.  New  York:  Educational 

Publishing  Co.,  1903. 

g.  Harrison,  Elizabeth.  In  Storyland.  Chicago:  The  National 

Kindergarten  College,  1898. 

h.  Holbrook,  Florence.  The  Book  of  Nature  Myths.  New  York: 

Houghton  Mifflin  Co.,  1902. 

i.  Jacobs,  Joseph.  English  Fairy  Tales.  New  York:  A.  L.  Bent  & 

Co. 

j.  Lindsay,  Maud  M.  Mother  Stories.  Illustrated  by  Sara  Noble 

Ives.  Springfield,  Mass.:  Milton  Bradley  Co.,  1900. 

k.  Lofting,  Hugh.  The  Story  of  Dr.  Dolittle,  also  The  Voyages  of 

Dr.  Dolittle.  New  York:  Frederick  A.  Stokes  Co. 

l.  Pratt,  Mara  L.  Legends  of  the  Red  Children.  Chicago:  Ameri¬ 

can  Book  Co.,  1897. 

m.  Shedlock,  Marie.  The  Art  of  the  Story-Teller.  New  York:  D. 

Appleton  &  Co. 

n.  Sylvester,  Charles  H.  Journeys  Through  Bookland.  Chicago: 

Bellows-Reeve  Co.,  1912.  New  edition  1922.  Chicago:  The 
Thompson  Publishing  Co.,  1909. 

o.  Tanner,  Dorothy.  Legends  from  the  Red  Man’s  Forest.  Chicago: 

A.  Flanagan  Co.,  1895. 

p.  Thorne-Thomsen,  Gudrun.  East  o’  the  Sun  and  West  o’  the 

Moon.  Chicago:  Row  Peterson  Co. 

q.  Wiggin,  Kate  D.,  and  Smith,  Nora  A.  The  Story  Hour.  New 

York:  Houghton  Mifflin  Co.,  1890-1899. 

r.  Williston,  Teresa  P.  Japanese  Fairy  Tales.  Illustrated  by 

Sanchi  O.  Gawa.  Chicago:  Rand  McNally  Co.,  1904. 

s.  Zitkala,  S.  A.  Old  Indian  Legends.  New  York:  Ginn  and  Co., 

1901. 

t.  Warren,  M.  and  Davenport,  E.  Tales  Told  by  the  Gander. 

New  York:  Geo.  H.  Doran  Co.,  1922. 

u.  Stevenson,  Augusta.  Plays  for  the  Home.  New  York:  Houghton 

Mifflin  Co..  1913. 
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B.  Books  for  Children  to  Read. 

1.  Poetry  and  Rhymes 

a.  A  Day  of  Play.  Illustrated  by  Carmen  Brown.  New  York: 

P.  F.  Volland  Co.,  1923.  (A  small  linen  book.) 

b.  Bowman,  John.  Flappy  All  Day  Through.  Illustrated  by  Janet 

Laura  Scott.  New  York:  P.  F.  Volland  Co. 

c.  Happy  Days.  Illustrated  by  Carmen  Brown.  New  York:  P.  F. 

Volland  Co.,  1923. 

d.  Jackson,  Leroy.  The  Peter  Patter  Book.  Illustrated  by  Blanche 

Fisher  Wright.  Chicago:  Rand  McNally  &  Co.,  1918. 

e.  McMurray  and  Cook.  Songs  of  the  Treetop  and  Meadow. 

Bloomington,  Illinois:  Public  School  Publishing  Co. 

f.  Mother  Goose,  editions  of.  (See  recommendations  in  first  period.) 

g.  Muter,  Gladys.  Good  Little  Children  from  A  to  Z.  Illustrated 

by  Janet  Laura  Scott.  New  York:  P.  F.  Volland  Co.,  1923. 

h.  My  Book  of  Pets.  Illustrated  by  Carmen  Brown.  Chicago:  P.  F. 

Volland  Co.,  1923  (Small  linen  book.) 

i.  Rae,  John.  Children  at  Play  in  Many  Lands.  New  York:  P.  F. 

Volland  Co.,  1922.  (Linen  book.) 

j.  Riverside  Literature  Series.  Verse  and  Prose  for  Beginners  in 

Reading.  New  York:  Houghton  Mifflin  Co. 

k.  Sherman,  Frank  D.  Little  Folk  Lyrics.  New  York:  Houghton 

Mifflin  Co. 

l.  Taylor,  A.  and  J.,  Rhymes  for  Children.  Chicago:  Educational 

Publishing  Co. 

2.  Stories 

a.  Aesop’s  Fables.  Illustrated  by  Milo  Winter.  Chicago:  Rand 

McNally  Co. 

b.  Bannerman,  Helen.  Little  Black  Sambo.  New  York:  Frederick 

A.  Stokes  Co.,  1900. 

c.  Beckwith,  M.  Helen.  In  Mythland.  Vols.  I  and  II.  Chicago: 

Educational  Publishing  Co.,  1902. 

d.  Benson,  Alpha  Banta.  The  Pied  Piper  and  Other  Stories. 

Chicago:  A.  Flanagan  Co.,  1917. 

e.  Hop-o-My-Thumb.  Illustrated  by  L.  Leslie  Brooke.  New  York: 

Frederick  Warne  &  Co. 

f.  Hoyt,  Rebecca.  Robinson  Crusoe  for  Youngest  Readers. 

Chicago:  Educational  Publishing  Co.,  1898. 

g.  Lansing,  M.  F.  Rhymes  and  Stories.  New  York:  Ginn  &  Co., 

1907. 


204 


THE  TWENTY-FOURTH  YEARBOOK 


h.  Large,  Laura  A.  Old  Stories  for  Young  Readers.  New  York: 

The  Macmillan  Co.,  1917. 

i.  Old,  Old  Tales  Retold.  Illustrated  by  Frederick  Richardson. 

P.  F.  Volland  Co.,  New  York,  1922. 

j.  Potter,  Beatrice.  Peter  Rabbit.  New  York:  Samuel  Gabriel  Sons 

&  Co.  Also  published  New  York:  Frederick  A.  Stokes  Co. 

k.  Pratt,  Mara  L.  Aesop’s  Fables,  Vol.  II.  Chicago:  Educational 

Publishing  Co.,  1894. 

l.  Puss-in-Boots.  Illustrated  by  L.  Leslie  Brooke.  New  York: 

Frederick  Warne  &  Co. 

The  Three  Bears.  Same  author  and  publisher. 

The  Three  Little  Pigs.  Same  author  and  publisher.  1905. 

m.  Wilson,  Gilbert  L.  Myths  of  the  Red  Children.  New  York: 

Ginn  and  Co.,  1907. 

i 

C.  Picture  Books  for  the  Children’s  Table.  (Books  recommended  for 
the  first  period  may  also  be  used  here.) 

Note:  The  best  school  primers  and  first  readers  are,  on  the  whole,  not 
only  superior  to  the  books  in  this  list,  but  are  also  less  expensive. 

II.  MATERIALS  NEEDED  FOR  THE  WORK  TYPE  OF  READING 

A.  Types  of  Books  to  be  Used  as  References  by  the  Teacher  in  Mak¬ 
ing  Silent  Reading  Exercises  for  Children. 

1.  Agricultural  Report.  Washington,  D.  C.:  Department  of 

Agriculture,  current  year. 

2.  Book  of  Knowledge.  New  York:  The  Grolier  Society. 

3.  Comstock,  A.  B.  Handbook  of  Nature  Study.  Ithaca,  N.  Y.: 

Comstock  Publishing  Co.,  1922. 

4.  Compton,  F.  E.  Compton’s  Picture  Encyclopedia.  Chicago: 

F.  E.  Compton  &  Co. 

5.  Eastman,  C.  A.  Indian  Boyhood.  New  York:  McClure,  Phillips 

&  Co.,  1902. 

6.  Miller,  Olive  T.  The  First  Book  of  Birds.  New  York: 

Houghton  Mifilin  Co. 

7.  Thompson,  Arthur  J.  Outlines  of  Science.  New  York:  G.  P. 

Putnam’s  Sons. 

8.  Walker,  M.  C.  Our  Birds  and  Their  Nestlings.  Chicago: 

American  Book  Co.,  1904. 

9.  Whitney,  Annie.  School  Health  Studies.  Washington,  D.  C.: 

Bureau  of  Education,  Department  of  Interior. 

10.  Such  magazines  as  The  Scientific  American,  the  Nature 
Magazine,  The  National  Geographic,  and  Bird  Lore  cop- 
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tain  an  abundance  of  interesting  information  for  the 
teacher’s  use.  The  pictures:  in  these  magazines  can  be  used 
with  pupils. 

11.  McCracken  and  Lamb.  Occupational  Information  in  the 
Elementary  School 9  and  Bonser  and  Mossman,  Industrial 
Arts  for  Elementary  Schools 9  have  helpful  bibliographies 
on  all  phases  of  industrial  life. 

B.  Types  of  Informational  Books  for  Children  to  Read.  There  are  few 
satisfactory  informational  books,  if  any,  that  can  be  read  by  pupils  in 
this  period.  Such  books  should  contain  sincere  answers  to  children’s 
questions,  should  be  accurately  written  and  well  illustrated.  The  follow¬ 
ing  books  are  among  the  best  which  are  available. 

1.  Adelborg,  Ottilia.  Clean  Peter  and  the  Children  of  Grubbylea. 

New  York:  Longmans,  Green  and  Co.,  1901. 

2.  Bailey,  Carolyn.  In  and  Outdoor  Plays  and  Games  and  All  the 

Y ear  Play  Games.  Chicago :  Albert  Whitman  Co. 

3.  Falls,  C.  B .ABC  Book.  New  York:  Doubleday,  Page  &  Co., 

1923. 

4.  Field  and  Farm.  New  York:  Samuel  Gabriel  Sons  &  Co.,  1920. 

(Very  well  bound.) 

5.  Hall,  Jennie.  Weavers  and  Other  Workers.  Chicago:  Educa¬ 

tional  Publishing  Co. 

6.  Jewett,  Martha.  Hopi,  the  Cliff  Dweller.  Chicago:  Educational 

Publishing  Co. 

7.  Miriam,  Ida  C.  Knowledge  Primer  Games.  Chicago:  Albert 

Whitman  &  Co.  (Very  well  bound.) 

8.  My  Book  of  Cats  and  Dogs.  New  York:  Samuel  Gabriel  Sons 

&  Co. 


THE  THIRD  PERIOD 

(Grades  II  and  III.  This  is  the  period  of  vigorous  emphasis  on  the 
fundamental  attitudes,  habits,  and  associations.) 

I.  MATERIALS  FOR  RECREATORY  READING 

For  class  exercises  in  developing  facility  in  oral  reading  and  for 
the  study  of  literary  selections,  one  or  two  sets  of  literary  readers 
are  sufficient.  Especially  where  schools  have  limited  funds  it  is 
doubtful  whether  other  full  supplementary  sets  of  literary  readers 
should  be  bought,  Rather,  it  is  better  to  spend  the  same  amount  of 
money  in  buying  five  or  six  copies  each  of  a  few  additional  titles 
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206 


THE  TWENTY-FOURTH  YEARBOOK 


•  for  reading  in  groups,  and  a  large  and  varied  list  of  individual 
books.  These  books  may  be  used  by  individual  children  to  read  to 
the  rest  of  the  class  for  entertainment.  By  giving  a  book  to  the 
reader  only,  one  solves  at  once  much  of  the  problem  of  securing  an 
audience  attitude.  Skilful  teachers  often  conduct  all  oral  reading 
lessons  without  a  set  of  books,  placing  a  book  in  the  hands  of  the 
reader  only. 

As  in  the  first  grade,  it  is  well  to  have  a  reading  table  upon  which 
attractive  books  may  be  placed.  Even  as  early  as  in  these  grades, 
some  of  the  more  attractive  and  better  illustrated  magazines  may 
be  introduced  for  the  pictures  they  contain. 

II.  MATERIALS  FOR  SILENT  READING  OF  THE  WORK  TYPE 

A.  The  Textbook  in  Silent  Reading. 

One  or  two  sets  of  silent  reading  textbooks  are  sufficient.  These 
texts  should  provide  a  definite  introduction  to  the  problems  involved 
in  getting  information  and  in  solving  problems  through  the  use  of 
books.  The  lessons  must  therefore  contain  accurate  and  worthwhile 
information.  There  should  be  lessons  from  nature  study,  from  his¬ 
tory,  from  hygiene,  from  arithmetic — in  fact,  from  the  principal 
subjects  which  are  studied  in  this  and  in  the  following  period.  The 
text  should  contain  systematic  exercises  for  developing  the  funda¬ 
mental  reading  abilities  needed  in  the  study  of  books. 

B.  Supplementary  Informational  Books. 

Perhaps  at  no  time  in  the  more  advanced  grades  will  the  child 
ask  so  many  questions  of  fact  as  he  does  in  these  grades,  and  yet 
there  are  very  few  first-class  presentations  of  informational  ma¬ 
terial  which  will  answer  the  questions  most  frequently  asked.  Wher¬ 
ever  such  books  can  be  found,  they  should  be  provided  for  these 
grades.  When  books  are  appropriate  for  use  in  other  subjects,  such 
as  nature  study,  history,  hygiene,  or  home  geography,  they  should 
be  bought  in  sets  so  that  the  child  may  be  introduced  to  the  use 
of  text  material  in  the  study  of  such  problems  as  are  found  in 
these  subjects. 

III.  MATERIALS  FOR  SPECIAL  PEDAGOGICAL  USE 

A.  Phonics. 

The  phonic  work  in  Grades  II  and  III  should  be  largely  in¬ 
dividual  after  proper  diagnosis  has  been  made. 
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B.  Rapid  Exposure  Exercises. 

Such  exereises  are  to  be  used  for  the  development  of  better  eye- 
movements,  for  calling  attention  to  the  necessity  of  reading  for 
thought,  and  for  increasing  speed  and  decreasing  lip  reading. 

For  general  review,  such  commercial  sets  as  are  recommended 
for  Grade  I  may  be  used  in  these  grades.  In  addition,  as  in  Grade  I, 
it  should  be  the  teacher’s  practice  to  build  upon  the  children’s  expe¬ 
rience  all  the  varieties  of  rapid  exposure  exereises  which  have  been 
found  to  be  valuable.  It  is  not  unlikely  that  these  rapid  exposure 
exercises  bring  larger  returns  per  unit  of  time  used  in  Grade  II 
and  Grade  III  than  in  Grade  L 


SPECIFIC  RECOMMENDATIONS  FOR  THE  THIRD  PERIOD 
I.  MATERIALS  NEEDED  FOR  RECREATOEY  READING 

A  Books  to  be  Read  by  the  Teacher  to  the  Children. 

1.  Babbitt,  Ellen  G.  Jataka  Tales.  New  York:  Century  Co. 

2.  Baldwin,  James.  Old  Greek  Stories.  Chicago:  American 

Book  Co. 

3.  Bryce,  C.  T.  Fables  from  Afar.  Chicago:  Newson  &  Co. 

4.  Burgess,  T.  W.  The  Burgess  Animal  Book  for  Children. 

Boston:  Little,  Brown  &  Co. 

5.  Collodi,  C.  Adventures  of  Pinocchio.  Chicago:  Ginn  &  Co. 

6.  Colum,  Padraic.  The  King  of  Ireland’s  Son.  New  York:  The 

Macmillan  Co 

7.  Davis,  M.  H.  and  Chow-Leung.  Chinese  Fables  and  Folk  Stories. 

Chicago:  American  Book  Co. 

8.  Faulkner,  Georgene.  Old  English  Nursery  Tales.  New  York: 

Doubleday,  Page  &  Co. 

9.  Graves,  A  P.  The  Irish  Fairy  Book.  New  York:  Frederick  A. 

Stokes  Co. 

10.  Harris,  Joel  Chandler.  Uncle  Remus:  His  Songs  and  His 

Sayings.  New  York:  D.  Appleton  &  Co. 

11.  Holbrook,  Florence.  Northland  Heroes.  New  York:  Houghton 

Mifflin  Co.,  1915. 

12.  Jordan,  David  S.  True  Tales  of  Birds  and  Beasts.  Chicago: 

D.  C.  Heath  &  Co. 

13.  Kipling,  Rudyard.  Just  So  Stories.  New  York:  Doubleday, 

Page  &  Co. 

14.  Mamin-Siberiak.  Verotchka’s  Tales.  New  York:  E.  P.  Dutton. 
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15.  Mulock,  Miss.  The  Little  Lame  Prince.  Chicago:  Rand 

McNally  &  Co. 

16.  Perrault,  Charles.  Fairy  Tales.  New  York:  E.  P.  Dutton  Co. 

17.  Scudder,  H.  E.  The  Book  of  Legends.  New  York:  Houghton 

Mifflin  Co. 

18.  Sewell,  Anna.  Black  Beauty.  New  York:  Doubleday,  Page  &  Co. 

19.  Zitkala,  S.  A.  Old  Indian  Legends.  Chicago:  Ginn  &.  Co. 

B.  Books  to  be  Read  Silently  by  the  Children. 

1.  Aanrud,  Hans.  Lisbeth  Long  frock.  Chicago:  Ginn  &  Co. 

2.  Aspinwall,  Mrs.  Alicia.  Short  Stories  for  Short  People.  New 

York:  E.  P.  Dutton  Co. 

3.  Brown,  A.  F.  The  Lonesomest  Doll.  New  York:  Houghton 

Mifflin  Co. 

4.  Burgess,  T.  W.  Old  Mother  West  Wind;  Jimmy  Skunk,  and 

Peter  Cottontail.  Boston:  Little,  Brown  &  Co. 

5.  Chadwick,  Mrs.  Mara  Louise  Pratt.  America’s  Story  for 

America’s  Children.  Chicago:  D.  C.  Heath  &  Co. 

6.  Cooke,  F.  J.  Nature  Myths  and  Stories  for  Little  Children. 

Chicago:  A.  Flanagan  Co. 

7.  Davis,  A.  C.  Stories  of  the  United  States  for  Youngest 

Readers.  Chicago:  Educational  Publishing  Co. 

8.  Eggleston,  Edward.  Stories  of  Great  Americans  for  Little 

Americans.  Chicago:  American  Book  Co. 

9.  France,  Anatole.  Bee,  the  Princess  of  the  Dwarfs.  New  York: 

E.  P.  Dutton  Co. 

10.  Haaren,  J.  H.  Fairy  Life.  Chicago:  Newson  &  Co. 

11.  Hunt,  C.  W.  About  Harriet.  New  York:  Houghton  Mifflin  Co. 

12.  Jacobs,  Joseph.  English  Fairy  Tales.  New  York:  G.  P. 

Putnam’s  Sons. 

13.  Judd,  M.  C.  Wigwam  Stories.  Chicago:  Ginn  &  Co. 

14.  Lansing,  M.  F.  Quaint  Old  Stories  to  Read  and  Act.  Chicago : 

Ginn  &  Co. 

15.  Miller,  Olive  B.  My  Book  House.  Chicago:  My  Book  House 

Publishing  Co. 

16.  Olcott,  F.  J.,  The  Book  of  Elves  and  Fairies.  New  York: 

Houghton  Mifflin  Co. 

17.  Phillips,  E.  C.  Wee  Ann:  A  Story  for  Little  Girls.  New  York: 

Houghton  Mifflin  Co. 

18.  Potter,  Beatrix.  The  Tailor  of  Gloucester.  New  York:  Fred¬ 

erick  Warne  &  Co. 
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19.  Richards,  Laura  E.  The  Pig  Brother  and  Other  Fables  and 

Stories.  Boston:  Little,  Brown  &  Co. 

20.  Skinner,  E.  L.  and  A.  M.  Nursery  Tales  from  Many  Lands. 

Chicago:  Charles  Scribner’s  Sons. 

21.  Williston,  Teresa  P.  Japanese  Fairy  Tales.  Chicago:  Rand 

McNally  &  Co. 

C.  Types  of  Material  for  Class  Training  in  Oral  Reading  and  Drama¬ 
tization. 

There  should  be  an  abundance  of  easy  material  for  oral  reading  and 
dramatization.  Much  of  it  can  be  selected  from  the  regular  text  in 
reading.  No  selection  which  is  to  be  used  later  as  literature  material 
should  be  chosen.  A  few  duplicate  copies  of  books  which  contain  stories 
easily  dramatized,  or  which  are  particularly  well-adapted  to  oral  reading 
exercises,  should  be  provided. 

1.  Bannerman,  Helen.  The  Story  of  Little  Black  Sambo.  New 

York:  Frederick  A.  Stokes  &  Co. 

2.  Byron,  May.  The  Little  Small  Red  Hen.  New  York:  Hodder 

and  Stoughton. 

3.  Chadwick,  Mara  L.  Pratt.  Little  Plays  for  Little  Players. 

Chicago:  Educational  Publishing  Co. 

4.  Goodlander,  Mabel  R.  Fairy  Plays  for  Children.  Chicago: 

Rand  McNally  &  Co. 

5.  Potter,  Beatrix.  All  About  Peter  Rabbit.  New  York:  Cupples 

and  Leon  Co. 

6.  Pratt,  Mara  L.  Aesop's  Fables.  Chicago:  Educational  Pub¬ 

lishing  Co. 

7.  Wiltse,  Sara  E.  Folklore  Stories  and  Proverbs.  Chicago: 

Ginn  &  Co.,  1900. 

D.  Books  to  be  Read  Orally  by  Pupils  for  the  Purpose  of  Entertain¬ 
ment. 

1.  Aesop's  Fables.  Retold  by  Joseph  Jacobs.  Chicago:  The  Mac¬ 

millan  Co. 

2.  Baldwin,  James  E.  Fifty  Famous  Stories  Retold.  Chicago: 

American  Book  Co. 

3.  Bosschere,  Jean  tie.  Folk  Tales  of  Flanders.  New  York:  Dodd 

Mead  &  Co.,  1918. 

4.  Dickens,  Charles.  The  Magic  Fishbone.  New  York:  Fred¬ 

erick  Warne  &  Co. 

5.  Holbrook,  Florence.  The  Book  of  Nature  Myths.  New  York: 

Houghton  Mifflin  Co.,  1902. 

6.  Mulock,  Miss.  Adventures  of  a  Brownie.  New  York:  Harper. 
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7.  Snedden,  G.  S.  Docas,  the  Indian  Boy  of  Santa  Clara.  Chicago: 

D.  C-  Heath  Co. 

8.  Thome-Thomsen,  Gudrun.  East  o’  the  Sun  and  West  »’  the 

Moon.  Chicago:  Row,  Peterson  &  Co. 

9.  Wilson,  G.  L.  Myths  of  the  Red  Children.  Chicago:  Ginn  &  Co. 

E.  Books  of  Poetry  for  Second  and  Third  Grades. 

1.  Baker,  E.  K.  The  Children's  First  Book  of  Poetry.  Chicago: 

American  Book  Co. 

2.  Field,  Eugene.  With  Trumpet  and  Drum.  New  York:  Charles 

Scribner’s  Sons. 

3.  Fyleman,  Rose.  Fairies  and  Chimneys.  New  York:  G.  H. 

Doran  Co. 

4.  Lang,  Andrew.  Nursery  Rhyme  Book.  New  York:  Frederick 

Warne  &  Co. 

5.  Lear,  Edward.  Nonsense  Books.  Boston:  Little,  Brown  &  Co. 

6.  Quiller-Coueh,  Mabel  and  Lillian.  Treasure-Book  of  Children's 

Verse.  New  York:  G.  H.  Doran  Co. 

7.  Riley,  J.  W.  The  Book  of  Joyous  Children.  New  York:  Charles 

Scribner’s  Sons. 

8.  Stevenson,  Barton  E.  Home  Book  of  Verse.  New  York:  Henry 

Holt  &  Co. 

9.  Stevenson,  R.  L.  A  Child’s  Garden  of  Verses.  New  York: 

Charles  Scribner’s  Sons,  1902. 

10.  Wells,  C.  Book  of  Humorous  Verse.  New  York:  G.  H.  Doran  Co. 

IL  MATERIALS  NEEDED  FOR  WORK-TYPE  READING 
A.  Books  for  Pupils’  Use. 

L  Andrews,  Jane.  Seven  Little  Sisters.  Chicago:  Ginn  &  Co. 

2.  Baldwin,  James.  Robinson  Crusoe.  Chicago:  American  Book  Co. 

3.  Bass,  M.  F.  Stories  of  Pioneer  Life.  Boston:  D.  C.  Heath  &  Co. 

4.  Carpenter,  Frank.  Around  the  World  with  the  Children. 

Chicago:  American  Book  Co. 

5.  Chance,  Lulu  M.  Little  Folks  of  Many  Lands.  Chicago: 

Ginn  iz  Co. 

6.  Craig,  J.  B.  Nature  Study  for  Boys  and  Girls.  Kansas  City, 

Mo.:  Mclndoo  Publishing  Co. 

7.  Hall,  Jennie.  Weavers  and  Other  Workers.  Chicago:  Rand 

McNally  &  Co. 

8.  Knowlton,  P.  A.  First  Lessons  in  Geography.  New  York: 

The  Macmillan  Co. 
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9.  Miller,  Olive  T.  First  Book  of  Birds.  New  York:  Houghton 

Mifflin  Co. 

10.  Morcomb,  M.  E.  Red  Feather  Stories.  Chicago:  Lyons  & 

Carnahan. 

11.  Muller,  Mary.  Little  People  of  the  Snow.  Chicago: 

A.  Flanagan  Co. 

12.  Nida,  Stella.  Letters  of  Polly  the  Pioneer.  New  York:  The 

Macmillan  Co. 

13.  Shepherd,  E.  P.  Geography  for  Beginners.  Chicago:  Rand 

McNally  &  Co. 

14.  Shillig,  Elnorae.  The  Four  Wonders.  Chicago:  Rand  McNally 

&  Co. 

15.  Stone,  Gertrude  L.,  and  Fickett,  Grace.  Every  Day  Life  in 

the  Colonies.  Boston:  D.  C.  Heath  &  Co. 

16.  Perdue,  H.  A.  Child  Life  in  Other  Lands.  Chicago^:  Rand 

McNally  &  Co. 

17.  Strong,  Frances  L.  All  the  Year  Round.  Chicago:  Ginn  &  Co. 

B.  Other  material  which  can  be  used. 

Hectographed  sheets  on  the  following  types  of  material:  Interesting 
content  material  worked  out  by  the  teacher  on  nature  study,  elementary 
science,  health,  safety,  history,  rules,  etc. 

Experiences  and  observations  given  by  the  children  on  excursions, 
weather,  projects,  health,  rules,  etc. 

III.  PEDAGOGICAL  MATERIALS  IN  READING 

(See  recommendations  for  preceding  period.) 

THE  FOURTH  PERIOD 

(Grades  IV,  V,  and  VI.  This  is  the  period  of  wide  reading.) 

1.  RECREATORY  READING 

As  in  the  preceding  grades,  one  or  two  full  sets  of  literary  readers 
are  ample  for  class  practice  in  the  development  of  oral  reading 
abilities  and  for  the  class  study  of  the  literary  selections.  When 
these  sets  have  been  provided,  the  policy  should  be  to  buy  five  or  six 
copies  each  of  a  number  of  titles  for  reading  in  groups,  and  one  or 
two  copies  each  of  a  large  number  of  very  attractive  books  for 
free  reading. 

The  list  of  books  for  these  grades  should  contain  those  which  are 
classics  in  the  reading  experience  of  children  in  this  period,  such 
as  Robinson  Crusoe  and  White  Indian  Boy.  In  addition,  many  other 
types  of  interesting  books  should  be  included,  such  as  books  of 
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travel,  books  of  adventure,  and  simply  and  vividly  written  histories. 
The  book  list  should  be  widely  varied  in  type  of  selection  and  in 
degree  of  difficulty.  At  the  same  time,  special  care  should  be 
exercised  to  see  that  each  grade  library  contains  a  large  number 
of  books  which  are  relatively  easy  to  read.  Students  of  the  problem 
of  developing  facility  in  silent  reading  seem  to  be  agreed  that  a 
large  amount  of  reading  of  easy  materials  is  quite  essential  in  these 
grades. 

A  very  large  proportion  of  the  oral  reading  done  in  these  grades 
should  consist  of  selections  prepared  by  individual  students  and 
read  to  the  class.  This  insures  a  proper  audience  attitude  both  on 
the  part  of  the  reader  and  on  the  part  of  the  audience.  Many  times 
as  much  material  as  is  found  in  the  ordinary  literary  reader  should 
be  read  orally. 

II.  WORK-TYPE  READING 

A.  The  textbook  in  silent  reading. 

This  textbook  should  lead  the  pupil  to  see  the  importance  of  ac¬ 
quiring  the  fundamental  skills,  habits,  and  attitudes  needed  in 
studying  the  various  subjects  in  the  course  of  study  in  the  inter¬ 
mediate  grades.  It  should  therefore  contain  lessons  in  which  are 
involved  the  principal  types  of  reading  difficulties  which  will  con¬ 
front  the  pupil  in  the  preparation  of  his  lessons  in  these  grades. 
Every  attitude,  skill  and  ability  needed  in  factual  or  logical  reading 
can  be  developed  through  proper  systematic  exercises  in  the  silent 
reading  textbooks.  It  is  well  to  repeat  here,  however,  that  this  book 
is  primarily  a  textbook  on  how  to  study,  that  much  of  the  motive 
for  the  use  of  the  lessons  in  this  book  will  come  from  the  recogni¬ 
tion  of  shortcomings  in  studying  informational  books,  and  that 
as  fast  as  skills,  attitudes,  and  abilities  are  developed  in  the  use 
of  the  silent  reader,  they  must  be  carried  over  into  the  reading 
done  in  connection  with  other  subjets.  Indeed,  as  soon  as  an  ability 
has  been  developed  through  the  use  of  the  silent  reading  textbook,  it 
should  be  applied  at  once  to  the  study  of  such  subjects  as  history, 
geography,  arithmetic,  and  hygiene.  It  seems  obvious  that  the  more 
the  content  of  silent  reading  textbooks  resembles  that  found  in 
these  subjects,  the  more  easily  will  this  transfer  or  application  be 
made. 


MATERIALS  FOR  INSTRUCTION  IN  READING 


213 


B.  The  study  of  textbooks  and  supplementary  books. 

Textbook  study  in  such  subjects  as  geography,  history,  hygiene, 
and  arithmetic  is  begun  in  most  schools  by  the  beginning  of  Grade  4. 
These  textbooks  should  supplement  the  use  of  silent  readers  for 
silent  reading  practice.  Such  drill  constitutes  valuable  training  in 
how  to  study.  Grade  libraries  should  also  be  supplied  not  only  with 
duplicate  sets  of  supplementary  books  in  geography,  history,  and 
hygiene,  but  also  with  a  considerable  number  of  single  copies  which 
may  be  used  for  individual  reports. 

III.  SPECIAL  PEDAGOGICAL  MATERIALS 

By  the  beginning  of  Grade  IV,  no  additional  pedagogical  ma¬ 
terials  should  be  necessary  except  those  used  in  diagnostic  and 
remedial  work  with  individuals.  Even  in  these  grades,  most  pupils 
will  profit  from  rapid  exposure  exercises.  Such  pupils  as  have  not 
yet  developed  independent  word  recognition  should  have  diagnostic 
and  remedial  treatment  in  phonetics. 

SPECIFIC  RECOMMENDATIONS  FOR  THE  FOURTH  PERIOD 
I.  MATERIALS  NEEDED  FOR  RECREATORY  READING 

(These  books  are  intended  for  free  reading.  Most  of  them  are  suitable 
for  reading  aloud.) 

1.  Alcott,  Louisa  May.  Little  Men.  Little  Women.  Boston:  Little, 

Brown  &  Co. 

2.  Aldrich,  T.  B.  The  Story  of  a  Bad  Boy.  Boston:  Houghton 

Mifflin  Co. 

8.  Andersen,  H.  C.  Fairy  Tales.  New  York:  E.  P.  Dutton  &  Co. 

4.  Arabian  Nights  Entertainment.  New  York:  G.  P.  Putnam’s 

Sons. 

5.  Bennett,  John.  Master  Skylark.  New  York:  The  Century  Co. 

6.  Beston,  Henry  B.  The  Starlight  Wonder  Book.  Boston:  The 

Atlantic  Monthly  Press. 

7.  Brown,  A.  F.  In  the  Days  of  Giants.  Boston:  Houghton 

Mifflin  Co. 

8.  Boutet  de  Monvel,  Louis  Maurice.  Joan  of  Arc.  New  York: 

The  Century  Co. 

9.  Browning,  Robert.  The  Pied  Piper  of  Hamelin.  Chicago: 

Rand  McNally  &  Co. 

10.  Bryant,  Lorinda  M.  The  Children’s  Book  of  Celebrated  Build¬ 
ings.  The  Children’s  Book  of  Celebrated  Pictures.  The 

Children’s  Book  of  Celebrated  Sculpture.  New  York:  The 

Gentary  Co.,  1924,  1922,  1923. 
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11.  Burgess,  Thornton  W.  The  Burgess  Animal  Book  for  Children. 

The  Burgess  Bird  Book  for  Children.  Boston:  Little, 
Brown  &  Co. 

12.  Burroughs,  John.  Squirrels  and  Other  Fur-hearers.  Boston: 

Houghton  Mifflin  Co. 

13.  Carroll,  Lewis.  Alice’s  Adventures  in  Wonderland.  New  York: 

The  Macmillan  Co. 

14.  Collins,  F.  A.  The  Wireless  Man.  New  York:  D.  Appleton 

&  Co.  Also  The  Boys’  Book  of  Model  Aeroplanes.  New 
York:  The  Century  Co. 

15.  Colum,  Padraic.  The  Adventures  of  Odysseus  and  the  Tale 

of  Troy.  The  King  of  Ireland’s  Son.  New  York:  The  Mac¬ 
millan  Co. 

16.  Comstock,  J.  H.  Insect  Life.  New  York:  D.  Appleton  &  Co. 

17.  Daly,  T.  A.  Canzoni  and  Songs  of  Wedlock.  New  York:  Har- 

court,  Brace  &  Co. 

18.  De  Foe,  Daniel.  Adventures  of  Robinson  Crusoe.  New  York: 

Charles  Scribner’s  Sons. 

19.  Dodge,  Mary  M.  Hans  Brinker  or  the  Silver  Skates.  New 

York:  Charles  Scribner’s  Sons. 

20.  Driggs,  Wilson.  The  White  Indian  Boy.  Yonkers-on-Hudson: 

The  World  Book  Co. 

21.  Grahame,  Kenneth.  The  Wind  in  the  Willows.  New  York: 

Charles  Scribner’s  Sons. 

22.  Grimm,  J.  and  W.  K.  Household  Tales.  New  York:  The  Mac¬ 

millan  Co.  Also  Fairy  Tales.  Translated  by  Mrs.  E.  Lucas. 
Philadelphia:  J.  B.  Lippincott  Co. 

23.  Guiterman,  A.  The  Laughing  Muse.  New  York:  Harper  and 

Brothers. 

24.  Harris,  J.  C.  Uncle  Remus,  His  Songs  and  His  Sayings.  Nights 

with  Uncle  Remus.  Boston:  Houghton  Mifflin  Co. 

25.  Haskell,  Helen  E.  Katrinka.  New  York:  E.  P.  Dutton  &  Co. 

26.  Hawthorne,  N.  Wonder  Book.  Tanglewood  Tales.  Boston: 

Houghton  Mifflin  Co. 

27.  Husband,  Joseph.  A  Year  in  a  Coal-mine.  Boston:  Houghton 

Mifflin  Co. 

28.  Ingersoll,  Ernest.  Book  of  the  Ocean.  New  York:  The 

Century  Co. 

29.  Jacobs,  Joseph.  English  Fairy  Tales.  Celtic  Fairy  Tales. 

New  York:  G.  P.  Putnam’s  Sons. 

SO.  Kipling,  R.  Jungle  Book.  New  York:  Doubleday,  Page  &  Co. 
Also  Boys’  Stories.  Chicago:  Rand  McNally  &  Co. 
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31.  Lagerlof,  Selma.  The  Wonderful  Adventures  of  Nils.  New 

York:  Doubleday,  Page  &  Co. 

32.  Lanier,  Sidney  (editor)  Malory’s  Boys’  King  Arthur.  New 

York:  Charles  Scribner’s  Sons. 

33.  Lomax,  John  A.  Cowboy  Songs  and  Other  Frontier  Ballads. 

New  York:  The  Macmillan  Co. 

34.  MacManus,  S.  Donegal  Fairy  Tales.  New  York:  Doubleday. 

Page  &  Co. 

35.  Maeterlinck,  Georgette  L.  Blue  Bird  for  Children.  New  York: 

Dodd,  Mead  and  Co. 

36.  Maeterlinck,  Maurice.  The  Children’s  Life  of  the  Bee.  New 

York:  Dodd,  Mead  and  Co. 

37.  Morgan,  A.  P.  Boys’  Home  Book  of  Science  and  Construction. 

Boston:  Lothrop,  Lee  and  Shepard  Co. 

38.  Moses,  Montrose.  A  Treasury  of  Plays  for  Children.  Illustrated 

by  Tony  Sarg.  Boston:  Little,  Brown  &  Co.,  1921. 

39.  Parkman,  Mary  R.  Heroes  of  To-day.  New  York:  The  Century 

Co.,  1923. 

40.  Pumphrey,  Margaret  B.  Pilgrim  Stories.  Chicago:  Rand 

McNally  &  Co. 

41-  Hyle,  Howard.  Pepper  and  Salt.  Merry  Adventures  of  Robin 
Hood.  New  York:  Charles  Scribner’s  Sons. 

42.  Ramee,  Louisa  de  la.  Bimbi  Stories.  Philadelphia:  J.  B.  Lip- 

pincott  Co. 

43.  Raspe,  Rudolph  E.  Adventures  of  Baron  Munchausen.  Boston: 

Houghton  Mifflin  Co. 

44.  Richards,  L.  E.  Captain  January.  Boston:  Page  Co. 

45.  Riley,  J.  W.  A  Host  of  Children.  Indianapolis:  Bobbs- 

Merrill  Co. 

46.  Roosevelt,  Theodore.  (Edited  by  Joseph  B.  Bishop.)  Theodore 

Roosevelt’s  Letters  to  His  Children.  New  York:  Charles 
Scribner’s  Sons. 

47.  Ruskin,  J.  King  of  the  Golden  River.  New  York:  The  Mac¬ 

millan  Co. 

48.  Sanford,  C.  M.,  and  Owen,  G.  A.  Modern  Americans.  Modem 

Europeans.  Other  Soldiers.  Chicago:  The  Laurel  Book  Co. 

49.  Seton,  E.  T.  Biography  of  a  Grizzly.  New  York:  The  Century 

Co.  Also  Lives  of  the  Hunted,  The  Trail  of  the  Sandhill 
Stag.  Wild  Animals  I  Have  Known.  The  last  three,  New 
York:  Charles  Scribner’s  Sons. 

50.  Spyri,  J.  Heidi.  Chicago:  Rand  McNally  &  Co. 

51.  Steel,  Flora  Annie.  A  Tale  of  Indian  Heroes.  Chicago:  Scott, 

Foresman  &  Co.  w 
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62.  Stempel,  G.  H.  A  Book  of  Ballads.  New  York:  Henry  Holt 
&  Co. 

53.  Stevenson,  Burton  K.  The  Home  Book  of  Verse  for  Children. 
New  York:  Henry  Holt  &  Co. 

64.  Stockton,  F.  R.  The  Queen’s  Museum  and  Other  Fanciful 
Tales.  New  York:  Charles  Scribner’s  Sons. 

55.  Swift,  J.  Gulliver’s  Travels.  Chicago:  Rand  McNally  &  Co. 
66.  Thackeray,  W.  M.  The  Rose  and  the  Ring.  New  York:  G.  P. 
Putnam’s  Sons. 

57.  Wade,  Mary  H.  Real  Americans.  Boston:  Little,  Brown 

&  Co.,  1923. 

58.  Wiggin,  Kate  D.  Bird’s  Christmas  Carol.  Boston:  Houghton 

Mifflin  Co. 

59.  Wiggin,  Kate  D.,  and  Smith,  N.  W.  (Comp.)  Golden  Numbers. 

New  York:  Doubleday,  Page  &  Co. 

60.  Wilde,  Oscar.  The  Happy  Prince  and  Other  Fairy  Tales.  New 

York:  G.  P.  Putnam’s  Sons. 

61.  Wyss,  J.  D.  The  Swiss  Family  Robinson.  New  York:  Harper 

and  Brothers. 

II.  MATERIALS  NEEDED  FOR  WORK-TYPE  OF  READING 
A.  Books  containing  expository  and  informational  material.  w 

1.  Allen,  Nellie  B.  Geographical  and  Industrial  Studies.  Boston : 

Ginn  and  Company.  (North  America,  1922;  United  States, 
1910;  South  America,  1918;  The  New  Europe,  1920.) 

2.  Barrows,  H.  H.,  and  Parker,  E.  P.  Geography  Journeys  in 

Distant  Lands.  New  York:  Silver,  Burdett  &  Co.,  1924. 

3.  Blaisdell,  A.  F.,  and  Ball,  F.  K.  Log-Cabin  Days.  Boston: 

Little,  Brown  &  Co.  1922. 

4.  Brearley,  H.  C.  Animal  Secrets  Told:  A  Book  of  Why’s.  New 

York:  Frederick  A.  Stokes  Co.,  1911. 

6.  Brigham,  A.  P.  From  Trail  to  Railway  Through  the  Appalach¬ 
ians.  Boston:  Ginn  and  Co.,  1907. 

6.  Carpenter,  F.  G.  How  the  World  Is  Clothed.  How  the  World 

Is  Fed.  How  the  World  Is  Housed.  New  York:  The  Amer¬ 
ican  Book  Co.,  1923. 

7.  Carpenter,  F.  O.  Foods  and  Their  Uses.  New  York:  Charles 

Scribner’s  Sons,  1907. 

8.  Chamberlain,  J.  F.  How  We  Are  Clothed.  How  We  Are  Fed. 

How  We  Are  Sheltered.  How  We  Travel.  New  York:  The 
Macmillan  Co.,  1924. 

z>.  Chapman,  Frank  M.  Our  Winter  Birds.  The  Travels  of  Birds . 
New  York:  D.  Appleton  &  Co.,  1918  and  1916. 
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10.  Curtis,  Mary  S.  Why  We  Celebrate  Our  Holidays.  New  York: 

Lyons  and  Carnahan,  1924. 

11.  Dole,  C.  F.  Young  Citizen.  Boston:  D.  C.  Heath  &  Co.,  1899. 

12.  Fairgrieve,  James,  and  Young-,  Ernest.  Homes  Far  Away. 

New  York:  D.  Appleton  &  Co.,  1923. 

13.  Faris,  John  T.  Real  Stories  from  History.  Boston:  Ginn 

and  Co.,  1916. 

14  Fisher  Elizabeth  F.  Resources  and  Industries  of  the  United 
States.  Boston:  Ginn  and  Co.,  1919. 

15.  Grant,  Gordon.  Story  of  the  Ship.  New  York:  MeLoughlin 

Brothers,  1919. 

16.  Hotchkiss,  Caroline  W.  Representative  Cities  of  the  United 
States.  Boston:  Houghton  Mifflin  Co.,  1913. 

17.  Jameson,  H.  L.  The  Flame  Fiend.  Boston :  Allyn  &  Bacon,  1921. 

18.  Moseley,  E.  L.  Trees,  Stars  and  Birds.  Yonkers-on-Hudson : 

The  World  Book  Co.,  1919. 

19.  Nichols,  M.  L.  Science  for  Boys  and  Girls.  Philadelphia :  J.  B. 

Lippincott  Co.,  1924. 

20.  Nida,  S.  M.  Panama  and  Its  Bridge  of  Water.  Chicago:  Rand 

McNally  &  Co.,  1922. 

21.  Nida,  W.  L.  Following  the  Frontier.  New  York:  The  Mac¬ 

millan  Co.,  1924. 

22.  O’Shea,  M.  V.,  and  Kellogg,  J.  H.  Health  Habits.  New  York: 

The  Macmillan  Co.,  1921. 

23.  Pack,  Charles  L.  The  School  Book  of  Forestry.  Philadelphia: 

J.  B.  Lippincott  Co.,  1922. 

24.  Rocheleau,  W.  F.  Great  American  Industries.  Transporta¬ 

tion.  Chicago:  A.  Flanagan  Co.,  1914. 

25.  Riggs,  R.  C.  Animal  Stories  from  Eskimo  Land.  New  York: 

Frederick  A.  Stokes  Co.,  1923. 

27.  Schwartz,  J.  A.  Five  Little  Strangers  and  How  They  Came  to 

Live  in  America.  New  York:  American  Book  Co.,  1904. 

28.  Turkington,  Grace  A.  My  Country.  Boston:  Ginn  &  Co.,  1918. 

29.  Waldo,  L.  M.  Safety  First  for  Little  Folks.  New  York:  Charles 

Scribner’s  Sons,  1918. 

30.  Wells,  Margaret  E.  How  the  Present  Came  from  the  Past. 

New  York:  The  Macmillan  Co.,  1917. 

31.  Wilson,  Lucy  L.  W.  (Ed.)  Everyday  Manners  for  American 

Boys  and  Girls.  New  York:  The  Macmillan  Co.,  1923. 

B.  Magazines.  t 

1.  Nature  Magazine.  Washington,  D.  C.:  American  Nature 
Association. 
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C.  Books  needed  in  developing  ability  to  locate  materials. 

1.  Encyclopedia: 

Compton’s  Pictured  Encyclopedia.  Chicago:  F.  E.  Compton 
Publishing  Co.,  1922. 

The  World  Book.  Chicago:  Hanson-Roach-Fowler  Co.,  1918. 

2.  Dictionaries: 

Webster’s  Elementary  School  Dictionary.  New  York:  Amer¬ 
ican  Book  Co.,  1914. 

Winston’s  Simplified  Dictionary.  Chicago:  J.  C.  Winston 
Co.,  1921. 

3.  Atlas: 

Goodes  School  Atlas.  Chicago:  Rand  McNally  &  Co.,  1923. 


THE  FIFTH  PERIOD 

(Grades  VII,  VIII,  and  IX.  This  is  the  period  of  refining  reading 

and  study  habits.) 

I.  RECREATOBY  READING 

A.  Recreational  Types  of  Oral  Reading 

Only  such  material  should  be  read  orally  as  is  likely  to  be  read 
aloud  in  real  life.  The  audience  attitude  should  be  secured  by  having 
books  in  the  hands  of  the  reader  only. 

Four  literary  types  lend  themselves  easily  to  oral  reading:  poetry, 
short  stories,  plays,  and  informal  essays.  Poetry,  which  is  dramatic 
in  theme,  and  poetry  which  is  not  introspective  may  be  used 
in  the  junior  high  school.  A  poem  should  nearly  always  be  read 
to  the  children  by  the  teacher,  unless  it  is  a  child’s  particular  choice 
and  contribution  to  the  oral  reading  lesson.  Poems,  such  as  ballads, 
which  are  unique  in  form  should  be  read  with  copies  in  the  hands 
of  the  children.  Ballads  and  other  poems  set  to  music  may  be  sung. 

Short  stories  suitable  for  oral  reading  should  be  strong  in  sus¬ 
pense,  must  move  fast  enough  to  hold  the  interest,  or  be  humorous. 

^Such  plays  as  Julius  Caesar,  in  which  much  of  the  real  under¬ 
standing  depends  upon  the  interpretation  put  into  the  words  by  the 
reader,  should  be  read  by  the  teacher  with  books  in  the  hands  of 
the  children  because  of  the  difficulty  of  the  form.  Many  plays,  such 
as  Six  Who  Pass  While  the  Lentils  Boil,  The  Knave  of  Hearts,  and 
parts  of  Midsummer  Nightfs  Dream,  are  simple  in  vocabulary  and 
can  be  read  aloud  by  children  if  desired. 
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Informal  essays,  particularly  those  with  a  humorous  turn,  such 
as  Bergengren’s  Furnace  and  I,  furnish  interesting  and  profitable 
material  for  oral  reading. 

B.  Recreational  Types  of  Silent  Reading 

All  the  literary  types — poetry,  short  stories,  plays,  essays,  novels, 
biography,  and  travel — can  be  utilized  as  silent  reading  material. 
Much  of  this  may  be  read  in  a  rather  cursory  fashion  but  much 
should  be  used  for  class  exercise  for  a  better  appreciation  of  content 
and  presentation. 

The  novel  is  the  most  difficult  to  use  for  class  study  because  of 
its  length  and  because  examples  rich  enough  in  interest  and  good 
enough  in  form  are  rare.  Therefore,  most  novels  should  be  read 
silently,  with  creative  class  discussion  and  oral  reading  of  suitable 
bits. 

Free  reading  in  all  the  types  should  be  extended,  wide  in  range 
of  interest,  and  carefully  selected  for  literary  and  life  values. 
Books  for  free  reading  should  be  single  copies,  attractively  bound, 
and  containing  really  illustrative  pictures.  The  selection  should 
include  standard  and  contemporary  literature,  a  very  few  current 
magazines,  and  factual  material 

C.  Principles  of  Selection  of  Recreatory  Material 

1.  The  range  of  material  should  be  wide  in  appeal  and  character 
and  should  include  selections  from  the  literature  of  all  peoples. 
In  order  to  care  for  individual  differences  in  reading  ability,  ma¬ 
terials  should  present  a  wide  range  of  difficulty. 

2.  Those  books  that  are  of  recognized  and  permanent  value 
should  be  given  first  place,  though  promising  books  as  yet  untried  by 
time  may  be  used  for  experimentation. 

3.  The  books  must  bring  to  the  individual,  through  vicarious 
experiences,  the  dominant  ideals  of  society  at  its  best,  “its  tradi¬ 
tions,  its  thoughts,  its  customs.” 

4.  The  books  must  be  characterized  by  beauty  of  idea  and  form- 

5.  The  books  must  interest  and  entertain  the  individual,  so  that 
he  will  form  the  purpose  and  habit  of  reading  books  of  a  like  type. 

6.  The  books  must  serve  as  a  proper  criterion  for  helping  the 
individual  to  recognize  the  permanent  values  in  books. 


220 


THE  TWENTY-FOURTH  YEARBOOK 


II.  WORK  TYPE  OF  READING 

A.  Relations  to  Other  Subjects. 

Much  of  the  work  type  of  reading  may  be  handled  in  the  con¬ 
tent  subject  classes.  The  ability  to  use  books  should  be  mastered 
before  the  junior  high  school,  so  that  special  drill  is  no  longer 
necessary.  But  in  case  such  skills  have  not  been  perfected,  the 
same  types  of  materials  should  be  used  as  in  the  preceding  period 
under  the  direction  of  special  teachers  of  reading.  The  content 
subjects  lend  themselves  to  excellent  practice  in  all  of  the  four  classes 
of  work-type  abilities. 

B.  Principles  of  Selection  of  Work-Type  Material. 

1.  The  material  should  increase  the  child’s  desire  to  read. 

2.  It  should  enrich  his  stock  of  information  and  experience. 

3.  It  must  develop  his  judgment  for  purposes  of  evaluating, 
organizing,  and  supplementing  the  material  read. 

4.  The  material  must  serve  as  a  proper  criterion  for  helping  the 
individual  to  recognize  the  permanent  value  of  books. 

5.  The  work  type  of  material  in  the  junior  high  school  should  be 
graded  to  correlate  with  content  subjects  or  used  in  any  year  as 
need  demands. 

SPECIFIC  RECOMMENDATIONS  FOR  THE  FIFTH  PERIOD 

Neither  the  recreatory  nor  the  work  type  of  material  should  be 
arbitrarily  graded,  but  its  place  should  be  determined  by  the  age 
and  experience  of  the  children  and  the  general  plan  of  the  course  of 
study. 

Selections  starred  (*)  may  be  used  either  as  recreatory  or  as 
work-type  material. 

I.  MATERIALS  NEEDED  FOR  RECREATORY  READING 

A.  Books. 

1.  Barrie,  J.  M.  “Pantaloon”  (Drama).  Half  Hours.  New  York: 

Charles  Seribner’s  Sons. 

2.  Brower,  Harriette.  Story-Lives  of  Master  Musicians.  New 

York:  Frederick  A.  Stokes  Co. 

3.  Bulfinch,  Thos.  Age  of  Fable.  Boston:  Lothrop,  Lee  and 

Shepard  Co. 
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4.  Bullen,  Frank  T.  Cruise  of  the  Cachalot.  New  York:  Grossett 

and  Dunlap. 

5.  Burroughs,  John.  Birds  and  Bees.  Bunch  of  Herbs.  Boston: 

Houghton  Mifflin  Co. 

6.  Butler,  E.  P.  Pigs  Is  Pigs.  Garden  City,  New  York:  Double¬ 

day,  Page  &  Co. 

7.  Cervantes,  M.  Don  Quixote  Retold  (by  A.  E.  Parry).  New 

York:  John  Lane  Co. 

8.  Church,  A.  J.  The  Iliad  for  Boys  and  Girls.  New  York:  The 

Macmillan  Co. 

9.  Cooper,  J.  F.  Leatherstocking  Tales.  Boston:  Houghton 

Mifflin  Co. 

10.  Dana,  Chas.  H.  Two  Years  Before  the  Mast.  Boston:  Hough¬ 

ton  Mifflin  Co. 

11.  Darton,  F.  J.  H.  Story  of  the  Canterbury  Pilgrims.  New  York: 

Frederick  A.  Stokes  Co. 

12.  Davis,  R.  H.  Miss  Civilization.  New  York:  Charles  Scribner’s 

Sons. 

13.  Davis,  R.,  and  Getchell,  F.  G.  Stories  of  the  Day’s  Work. 

Boston:  Ginn  and  Co. 

14.  De  Amicis,  E.  An  Italian  School  Boy’s  Journal.  New  York: 

T.  Y.  Crowell  Co. 

15.  Dickens,  Charles.  A  Christmas  Carol.  David  Copperfield: 

Oliver  Twist  (parts).  Boston:  Houghton  Mifflin  Co.  Also 
Tale  of  Two  Cities.  New  York:  T.  Y.  Crowell  Co. 

16.  Drinkwater,  John.  Abraham  Lincoln  (Drama).  Boston: 

Houghton  Mifflin  Co. 

17.  Eggleston,  E.  Hoosier  School  Boy.  Hoosier  School  Master. 

New  York:  Charles  Scribner’s  Sons. 

18.  French,  H.  W.  Lance  of  Kanana.  Boston:  Lothrop,  Lee  and 

Shepard  Co. 

19.  Gale,  Zona.  Neighbors  (Drama).  New  York:  B.  W.  Huebsch, 

Inc. 

20.  Gregory,  Lady.  Seven  Irish  Plays  (Drama).  New  York:  G.  P. 

Putnam’s  Sons. 

21.  *  Grenfell,  W.  T.  Adrift  on  an  Ice  Pan.  Boston:  Houghton 

Mifflin  Co. 

22.  Hale,  E.  E.  The  Man  Without  a  Country.  Boston:  Little, 

Brown  &  Co. 

23.  Hawes,  Charles  B.  The  Mutineers.  The  Great  Quest.  Dark 

Frigate.  Boston:  Atlantic  Monthly  Press. 
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24.  Hawthorne,  N.  “The  Great  Stone  Face.”  Tales  of  the  White 

Hills.  Boston:  Houghton  Mifflin  Co. 

25.  Hazelton  and  Benrimo.  The  Yellow  Jacket  (Drama).  Indian¬ 

apolis:  Bobbs-Merrill  Co. 

26.  Howells,  W.  D.  A  Boy’s  Town.  New  York:  Harper  and  Bros. 

27.  Hudson,  W.  H.  Far  Away  and  Long  Ago.  New  York:  E.  P 

Dutton  &  Co. 

28.  Irving,  W.  Rip  Van  Winkle.  Legend  of  Sleepy  Hollow.  New 

York:  The  Macmillan  Co. 

29.  Keller,  Helen.  The  World  1  Live  In.  Story  of  My  Life.  New 

York:  Doubleday,  Page  &  Co. 

30.  Kingsley,  Chas.  Westward,  Ho!  Garden  City,  New  York: 

Charles  Scribner’s  Sons  (illus.). 

31.  Kipling,  R.  Barrack  Room  Ballards.  Captains  Courageous. 

Land  and  Sea  Tales  for  Boys  and  Girls.  New  York:  Double¬ 
day,  Page  &  Co.  Also  Reader  for  Upper  Grades.  New  York: 
D.  Appleton  &  Co. 

32.  London,  Jack.  Call  of  the  Wild.  New  York:  The  Macmillan  Co. 

33.  Longfellow,  H.  W.  Courtship  of  Miles  Standish.  Evangeline. 

Tales  of  a  Wayside  Inn.  Boston:  Houghton  Mifflin  Co. 

34.  Loti,  Pierre.  Iceland  Fisherman.  New  York:  A.  L.  Burt  Co. 

35.  Mackaye,  Percy.  Canterbury  Tales.  New  York:  Duffield  &  Co. 

36.  Masefield,  John,  Jim  Davis.  New  York:  Grossett  &  Dunlap. 

Also  Martin  Hyde.  Boston :  Little,  Brown  &  Co. 

37.  Matthews,  Brander  (ed.).  Poems  of  American  Patriotism. 

New  York:  Chas.  Scribner’s  Sons. 

38.  Melville,  Herman.  Typee.  New  York:  Harcourt  Brace  and  Co. 

39.  *Mills,  Enos.  Wild  Life  in  the  Rockies.  Boston:  Houghton 

Mifflin  Co. 

40.  *Morley,  Elizabeth.  Bee  People.  Song  of  Life.  Boston :  Hough¬ 

ton  Mifflin  Co. 

41.  Muir,  John.  Boyhood  of  a  Naturalist.  Stickeen.  Boston :  Hough¬ 

ton  Mifflin  Co. 

42.  Noyes,  Alfred  A.  Sir  Francis  Drake.  New  York:  Frederick 

A.  Stokes  Company. 

43.  *Official  Handbook  for  Boys.  Boy  Scouts  of  America.  New 

York:  Doubleday,  Page  &  Co. 

44.  Page,  T.  N.  Marse  Chan.  New  York:  Chas.  Scribner’s  Sons. 

45.  *Parkman,  F.  Oregon  Trail.  Boston:  Little,  Brown  &  Co. 

46.  Poe,  E.  A.  Gold  Bug.  Boston:  Houghton  Mifflin  Co. 

47.  Pyle,  Howard.  Men  of  Iron.  New  York:  Harper  &  Bros. 
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48.  Rittenhouse,  Jessie  B.  Little  Book  of  American  Poets.  Boston- 

Houghton  Mifflin  Co. 

49.  *  Roosevelt,  T.  African  Game  Trails.  New  York;  Chas. 

Scribner’s  Sons.  Also  Winning  of  the  West.  New  York: 
G.  P.  Putnam’s  Sons. 

CO.  Scott,  W.  Ivanhoe.  Lady  of  the  Lake.  Quentin  Durward. 
Boston:  Houghton  Mifflin  Co. 

51.  *  Scouting  for  Girls.  Official  handbook.  New  York:  Girl  Scouts. 

52.  Scoville,  S.  C.,  Jr.  Wild  Folk.  Boston:  Atlantic  Monthly  Press. 

53.  Shakespeare,  Wm.  Julius  Caesar.  Midsummer  Night’s  Dream 

Tempest.  Boston:  Houghton  Mifflin  Co. 

54.  Sharpe,  D.  L.  A  Watcher  in  the  Woods.  New  York-  The 

Century  Co. 

55.  Stevenson,  R.  L.  Kidnapped.  Treasure  Island.  New  York: 

Chas.  Scribner’s  Sons. 

56.  Stockton,  F.  R.  Buccaneers  and  Pirates  of  Our  Coast.  New 

J  ;„The  Macmillan  Co.  Also  Casting  Away  of  Mrs.  Leclcs 
and  Mrs.  Aleshine.  New  York:  The  Century  Co. 

57.  Tagore,  R.  The  Post  Office  (Drama).  New  York:  The  Mac¬ 

millan  Co. 

58.  Teter,  Geo.  (ed.).  One  Hundred  Narrative  Poems.  Chicago: 

Scott,  Foresman  &  Co. 

69.  Tolstoi,  Leo.  Twenty-three  Tales.  New  York:  Funk  & 
Wagnalls  Co. 

60.  Twain,  Mark.  Connecticut  Yankee.  Adventures  of  Huckleberry 

Finn.  Adventures  of  Tom  Sawyer.  New  York:  Harper 
&  Bros. 

61.  Untermeyer,  Louis.  This  Singing  World.  New  York:  Har- 

court  Brace  &  Howe. 

62‘  WMnmr’  n  A  Huntin(J  °f  the  £>™r.  Boston:  Houghton 
Mimm  Co. 

63.  White,  Stewart  Edward.  The  Blazed  Trail.  New  York:  Gros- 

sett  &  Dunlap. 

64.  Whittier,  J.  G.  Snow-Bound.  Boston:  Houghton  Mifflin  Co. 

65.  Yeats,  Wm.  B.  The  Hour  Glass  (Drama).  New  York:  The 

Macmillan  Co. 


B.  Magazines. 

Scientific^  American.  New  York:  Scientific  American  Publish- 
Natiou,^  Geographic.  Washington,  D.  C.:  National  Geographic 
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Nature  Magazine.  Washington,  D.  C.:  American  Nature  Associa¬ 
tion. 

Literary  Digest.  New  York:  Funk  &  Wagnalls  Co. 

Popular  Mechanics.  Chicago:  Popular  Mechanics  Co. 

Youth’s  Companion.  Boston:  Perry  Mason  Co. 

St.  Nicholas.  New  York:  The  Century  Co. 

(We  recognize  the  fact  that  there  is  no  reaUy  fine  literary  magazine 
suitable  for  people  of  junior-high  school  age.) 

II.  MATERIALS  needed  for  work-type  reading 
A.  Books. 

1.  Adams,  J.  H.  Harper’s  Electricity  for  Boys.  New  York: 

Harper  &  Bros. 

2.  *Addams,  J.  Twenty  Years  at  Hull  House.  New  York:  The 

Macmillan  Co. 

3.  *Antin,  Mary.  The  Promised  Land.  Boston:  Houghton  Mif¬ 

flin  Co. 

4.  Babson,  R.  W.  Future  of  South  America.  Boston:  Little, 

Brown  &  Co. 

5.  Baldwin.  Conquest  of  the  Old  Northwest.  Discovery  of  the 

Old  Northwest,  New  York:  American  Book  Co. 

6.  Beard,  H.  E.  Safety  First  for  School  and  Home.  New  York: 

The  Macmillan  Co. 

7.  Brooks,  Noah.  First  Across  the  Continent.  New  York:  Chas. 

Scribner’s  Sons. 

8.  Brower,  Harriette.  Story-Dives  of  Master  Musicians .  New 

York:  Frederick  A.  Stokes  Co. 

9.  Burroughs,  J.  Camping  and  Tramping  with  Roosevelt.  Boston: 

Houghton  Mifflin  Co. 

10.  Clarke,  C.  R.,  and  Small,  S.  A.  The  Boys’  Book  of  Physics. 

New  York:  E.  P.  Dutton  &  Co. 

11.  Collins,  A.  F.  The  Boy  Astronomer.  The  Boy  Chemist.  Boston: 

Lothrop,  Lee  &  Shepard  Co. 

12.  Crissey,  Forrest.  The  Story  of  Foods.  Chicago:  Rand-Mc- 

Nally  &  Co. 

13.  Elson,  H.  W.  Sidelights  on  American  History,  2  vols.  New 

York:  The  Macmillan  Co. 

14.  Forman,  S.  E.  Stories  of  Useful  Inventions.  New  York:  The 

Century  Co. 

15.  Franklin,  Benj.  Autobiography  of  Benjamin  Franklin. 

Chicago:  Rand-McNally  Co. 

16.  Freeman  and  Chandler.  World’s  Commercial  Products.  Boston: 

Ginn  &  Co. 
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17.  Gordy,  W.  F.  Colonial  Days.  New  York:  Chas.  Scribner’s  Sons. 

18.  Hall,  A.  N.  Boy  Craftsman:  Practical  and  Profitable  Ideas 

for  a  Boy’s  Leisure  Hours.  Boston:  Lothrop,  Lee  & 
Shepard  Co. 

19.  Hardy,  M.  E.  Plant  Geography.  Oxford,  Eng.:  Oxford  Clar¬ 

endon  Press. 

20.  *Hasbrouck,  L.  S.  Boy’s  Parkman.  Boston:  Little,  Brown  &  Co. 

21.  *Hawksworth,  Hallam.  The  Adventures  of  a  Grain  of  Dust. 

The  Strange  Adventures  of  a  Pebble.  New  York:  Chas. 
Scribner’s  Sons. 

22.  *  Hawthorne,  N.  Grandfather’s  Chair.  Boston:  Houghton  Mif¬ 

flin  Co. 

23.  Herbertson,  A.  J.  and  F.  L.  D.  Man  and  His  Work.  New 

York:  The  Macmillan  Co. 

24.  Hornaday,  W.  F.  American  Natural  History.  New  York: 

Chas.  Scribner’s  Sons. 

25.  Hunter,  G.  W.  and  Whitman,  W.  G.  Civic  Science  in  the 

Community.  Civic  Science  in  the  Home.  New  York:  Amer¬ 
ican  Book  Co. 

26.  Johnston,  R.  M.  Napoleon  Bonaparte.  New  York:  Holt  and  Co. 

27.  Jordan,  D.  S.  The  Strength  of  Being  Clean.  Boston:  Beacon 

Press. 

28.  Keller  and  Bishop.  Commercial  and  Industrial  Geography. 

Boston:  Ginn  &  Co. 

29.  Lescarboura,  A.  C.  Radio  for  Everybody.  New  York:  Scientific 

American  Publishing  Co. 

30.  Mclsaac,  T.  J.  The  Tony  Sarg  Marionette  Book.  New  York: 

B.  W.  Huebsch. 

31.  McMurry,  C.  A.  Pioneers  of  the  Rocky  Mountains  and  the 

West.  New  York:  The  Macmillan  Co. 

32.  Meadowcroft,  W.  H.  Boy’s  Life  of  Edison.  New  York: 

Harper  &  Bros. 

33.  Mowry,  A.  M.  American  Inventors  and  Inventions.  New 

York:  Silver  Burdett  &  Co. 

34.  Muir,  J.  Our  National  Parks.  Boston:  Houghton  Mifflin  Co. 

35.  Newbigin,  M.  S.  Animal  Geography.  Oxford,  Eng.,  Oxford 

Clarendon  Press. 

36.  *Nicolay,  Helen.  Boy’s  Life  of  Lincoln.  New  York:  The 

Century  Co. 

37.  Paine,  A.  B.  Boy’s  Life  of  Mark  Twain.  New  York;  Harper 

&  Bros. 

38.  Parkman,  F.  Struggle  for  a  Continent.  Boston:  Little,  Brown 

A  Co. 
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39.  Pierey,  Willis  D.  Great  Inventions  and  Discoveries.  New  York: 

Chas.  E.  Merrill  Co. 

40.  Pinchot,  G.  Training  a  Forester.  Philadelphia:  J.  B.  Lip- 

pincott  Co. 

41.  Price,  0.  W.  The  Land  We  Live  In.  Boston:  Small,  Maynard 

&  Co. 

42.  *Riis,  J.  A.  The  Making  of  an  American.  New  York:  The 

Macmillan  Co. 

43.  Roosevelt  and  Lodge.  Hero  Tales  from  American  History.  New 

York:  The  Century  Co. 

44.  Southey,  R.  Life  of  Nelson.  Boston:  Houghton  Mifflin  Co. 

45.  Slosson,  E.  E.  Creative  Chemistry.  New  York:  The  Cen¬ 

tury  Co. 

46.  Smith,  J.  Russell.  Commerce  and  Industry.  World’s  Food  Re¬ 

sources.  New  York:  Holt  &  Co. 

47.  Southworth,  G.  Van  D.  Builders  of  Our  Country.  New  York: 

D.  Appleton  &  Co. 

48.  Sparks,  E.  E.  Men  Who  Made  the  Nation.  New  York:  The 

Macmillan  Co.  Also  Expansion  of  the  American  People. 
Chicago:  Scott  Foresman  Co. 

49.  *  Stanley,  H.  M.  In  Darkest  Africa.  New  York:  Charles 

Scribner’s  Sons. 

50.  Tappan,  E.  M.  American  Hero  Stories.  Boston:  Houghton 

Mifflin  Co. 

51.  Taussig,  Chas.  W.  Book  of  Radio.  New  York:  D.  Appleton 

&  Co. 

62.  Thomas,  Jas.  L.  Fundamentals  of  Radio.  New  York:  D.  Van 
Nostrand  Co. 

53.  Thwaites,  R.  G.  Daniel  Boone.  New  York:  D.  Appleton  &  Co. 

54.  *Van  Loon,  H.  H.  The  Story  of  Mankind.  New  York:  Boni 

&  Liveright. 

55.  *Washington,  B.  T.  Up  from  Slavery.  New  York:  Doubleday, 

Page  &  Co. 

66.  Weston,  W.  H.  Plutarch’s  Lives  Retold  for  Young  People.  New 
York:  Frederick  A.  Stokes  Co. 


CHAPTER  VIII 

PROVISION  FOR  INDIVIDUAL  DIFFERENCES 


Inadequacy  of  prevailing  practice.  It  is  comparatively  easy  to 
demonstrate  the  wide  range  of  reading  abilities  and  interests  repre¬ 
sented  by  the  members  of  a  single  class  or  grade  or  age  group.  It  is 
not  so  simple  to  demonstrate  the  inadequacy  of  traditional  pro¬ 
cedures  or  to  initiate  effective  provisions  for  individual  differ¬ 
ences.  Numerous  plans  have  been  devised  with  this  end  in  view, 
but  there  is  as  yet  no  general  realization  of  the  utter  inadequacy  and 
sheer  waste  of  traditional  reading  recitations.  Whole  classes  are 
required  to  attend  and  keep  the  place  while  pupils  read  orally  in 
turn.  Interest  which  forges  ahead  is  penalized.  Teachers  who  would 
not  deign  to  consider  such  obsolete  practice  as  reading  in  concert, 
thus  rest  content  with  procedures  which  are  psychologically  equiva¬ 
lent.  Whole  classes  are  provided  with  the  same  articles  of  reading 
diet  on  the  same  day.  Too  often  the  diet  is  meager  and  the  daily 
portion  insufficient.1  Freshness  and  variety  are  noticeably  lacking. 
Selections  are  served  and  rehashed  so  many  times  that  appetites 
are  systematically  dulled.  Or,  when  silent  reading  assignments 
permit  each  pupil  to  read  at  his  own  rate,  those  who  finish  first 
are  expected  to  sit  idly  by  until  told  what  to  do.  Again,  there  is 
a  premium  on  listlessness  and  often  a  penalty  for  the  child  who 
reads  on  or  engages  in  other  forbidden  activities.  After  a  sufficient 
lapse  of  time  or  at  arbitrary  signals  from  the  teacher,  all  pupils 
stop  reading  and  move  together  to  some  other  concert  activity. 
These  procedures  are  so  manifestly  unsuited  to  the  attainment  of 
sound  objectives  and  so  obviously  productive  of  poor  attitudes,  that 
one  can  but  marvel  at  their  prevalence  and  persistence. 

Bange  of  abilities  within  classes.  Standardized  reading  tests 
reveal  surprising  differences  in  achievement  within  groups  of  the 
same  age,  grade,  or  class.2  When  the  range  of  abilities  within  a 
class  is  wide,  instruction  and  materials  which  are  adjusted  to  the 


1  Judd,  C.  H.,  “Relation  of  school  expansion  to  reading,”  Elementary 
School  Journal,  22  (December,  1922),  pp.  253-266. 

2  Kelley,  T.  L.,  Ruch,  G.  M.,  and  Terman,  L.  M.  Manual  of  Directions 
for  the  Stanford  Achievement  Test.  Yonkers-on-Hudson:  World  Book 
Company,  1924.  Pp.  58-59. 
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needs  of  the  upper  end  of  the  class  distribution  can  hardly  be  well 
adapted  to  the  abilities  of  pupils  in  the  lowest  third  of  the  class. 

Desirable  changes.  One  measure  of  the  effectiveness  of  reading 
instruction  is  the  amount  of  time  during  which  each  pupil  is  actually 
engaged  in  reading,  at  his  own  rate,  material  from  which  he  is 
deriving  adequate  meaning  and  satisfaction.  Such  provision  for 
individual  differences  does  not  necessitate  great  expenditure  of 
money  and  is  entirely  within  the  reach  of  any  school  whose  teachers 
are  alert.  One  or  two  copies  of  a  number  of  books  can  be  purchased 
as  easily  as  whole  sets  of  supplementary  books.  Pupils  should  have 
in  their  desks  or  on  reading  tables  something  to  read,  and  feel  free 
to  read  it  when  not  otherwise  engaged.  Pupils  who  do  not  need 
review  experience  should  be  excused  to  do  extensive  reading.  The 
reading  which  pupils  and  adults  do  outside  of  school  hours  is  usually 
purposeful,  engaging,  informal.  Instruction  in  reading  should  pre¬ 
pare  pupils  to  choose  and  care  for  worth-while  books,  by  providing 
opportunities  for  choice,  incentives  to  leisure  reading,  and  varied 
and  abundant  experience  in  purposeful  silent  reading.  The  attain¬ 
ment  of  these  objectives  is  not  likely  unless  teachers  are  roused  to  a 
critical  consideration  and  selection  of  ways  and  means. 

Needs  revealed  by  scientific  studies.  The  terms  reading  groups, 
individual  instruction,  diagnostic  teaching,  and  remedial  work,  are 
ones  with  which  the  teacher  of  to-day  has  to  reckon.  Scientific 
studies  and  survey  results  3  have  brought  to  her  door  several  very 
pertinent  facts  which  reveal : 

1.  The  necessity  of  provision  for  individual  differences  in  read¬ 

ing  ability,  tastes,  and  interests  in  reading.4 

2.  The  necessity  for  meeting  such  differences  by: 

a.  Changes  in  method. 

b.  Changes  in  class  organization  and  management. 

c.  Variety  in  materials. 

3  Courtis,  S.  A.,  The  Gary  Public  Schools:  Measurement  of  Classroom 
Products.  New  York:  General  Education  Board,  1919.  Pp.  445. 

Judd,  C.  H.,  Measuring  the  Work  of  the  Public  Schools.  Cleveland 
Education  Survey  Reports,  1916. 

4  Jordan,  A.  M.,  Children’s  Interests  in  Reading.  Teachers  College 
Contributions  to  Education,  No.  107.  New  York:  Teachers  College  Bu¬ 
reau  of  Publication,  1921.  P.  143. 

Uhl,  W.  L .,  Scientific  Determination  of  the  Content  of  the  Elementary 
School  Course  in  Reading.  University  of  Wisconsin  studies  in  the  Social 
Sciences  and  History,  No.  4.  Madison:  The  University  of  Wisconsin, 
1921.  P.  152. 
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The  following  questions  are  immediately  suggested  by  such  con¬ 
siderations:  How  may  a  teacher  group  her  class?  What  are  the  bases 
for  grouping?  How  does  she  manage  a  number  of  groups  simul¬ 
taneously?  What  is  her  procedure?  When  does  she  get  time  to  help 
the  poor  reader  ?  What  and  how  does  she  teach  ?  How  does  she  meet 
the  individual  needs?  Under  what  circumstances,  if  ever,  may  a 
whole  class  be  handled  as  a  unit? 

Although  other  parts  of  this  report  answer  some  of  these  ques¬ 
tions,  certain  direct  suggestions  may  be  in  place  here. 

Bases  for  grouping  children.  Flexible  grouping  is  usually  prefer¬ 
able  because  needs  change.  Pupils  may  be  grouped  on  the  basis  of 
reading  ability  and  needs,  as  determined  by  standardized  or  in¬ 
formal  tests.  Independent  work  may  then  be  provided  for  able  read¬ 
ers,  in  order  that  the  teacher  may  be  free  to  guide  and  help  pupils 
who  are  more  or  less  deficient.  Varying  tastes  and  interests  are  the 
bases  for  the  selection  of  varied  materials  and  also  point  to  the  need 
for  an  organization  of  classroom  procedures  which  permits  a  reason¬ 
able  amount  of  choice  in  the  selection  of  materials.  Sometimes  pupils 
elect  to  work  or  read  in  pairs  or  groups.  This  type  of  grouping  pro¬ 
vides  opportunity  for  audience  situations  without  requiring  whole 
classes  to  attend  to  the  same  selection.  Sometimes  grouping  is  neces¬ 
sitated  by  material  conditions;  for  example,  there  may  be  but  a  few 
books  of  a  kind  or  a  play  may  require  but  a  few  characters. 

The  teacher’s  function.  This  changes  according  to  the  purpose  or 
manner  of  grouping.  On  some  days,  the  teacher  acts  chiefly  as  expert 
observer,  recording  and  checking  on  habits  and  methods  of  work. 
On  other  days,  she  acts  as  helper,  adviser,  and  guide,  stimulating 
the  pupils  to  worth-while  activity  and  calling  their  attention  to  ma¬ 
terials  or  means  of  attaining  their  purposes.  Again,  the  teacher 
administers  special  work  with  small  groups  or  individuals,  after 
making  provision  for  suitable  activities  for  other  groups.  In  other 
words,  no  one  plan  should  be  followed  day  in  and  day  out. 

'  Multiple  assignments.  Sometimes,  the  provision  for  individual  dif¬ 
ferences  is  managed  by  multiple  assignments.  One  minimal  assign¬ 
ment  is  accompanied  by  optimal  assignments.  When  children  com¬ 
plete  the  minimal  assignment,  they  are  free  to  choose  from  a  num¬ 
ber  of  proposed  reading  activities,  all  of  which  are  planned  to  enlist 
interest  and  enthusiasm.  By  another  plan,  two  or  three  assignments 
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are  based  on  books  of  similar  content,  but  varying  difficulty.  This 
requires  small  sets  or  groups  of  books.  Abler  pupils  use  the  more 
difficult  material  and  work  on  assignments  which  enlist  real  effort. 
The  same  plan  can  be  adapted  to  provide  for  varied  interests. 

In  providing  special  training  another  type  of  multiple  assign¬ 
ment  is  desirable.  Pupils  who  need  various  types  of  training  are 
selected  by  informal  or  standardized  tests.8  For  those  who  do  not 
need  this  training,  other  reading  opportunities  or  responsibilities 
are  provided.  The  two  groups  which  are,  in  need  of  special  training 
are  handled  in  turn  as  follows:  Group  I  practices  or  studies  in¬ 
dependently  while  Group  II  receives  specific  training  from  the 
teacher.  Group  II  takes  a  practice  test  or  studies  while  Group  I 
receives  another  type  of  training,  according  to  the  specific  needs 
previously  revealed. 

During  the  free  reading  period,  the  teacher  has  occasion  to  study 
pupil  interests  and  to  aid  in  the  selection  of  reading  materials 
which  will  broaden  interests,  elevate  tastes,  and  contribute  to 
permanent  attitudes  toward  reading  as  a  leisure  activity. 

General  references.  For  the  professional  study  of  such  problems 
there  are  a  number  of  general  and  non-technical  references  which 
provide  constructive  suggestions.* 6 

Class  work.  It  must  not  be  inferred  that  the  handling  of  a  class 
as  a  whole  is  always  objectionable.  The  following  are  types  of  read¬ 
ing  activity  in  which  a  class  may  engage  as  a  whole: 

1.  So-called  appreciation  lessons  in  which  pupils  enjoy  to¬ 
gether  some  literary  unit  which  is  read  by  the  teacher 
or  by  pupils  who  have  had  opportunity  to  select  material 
and  prepare  themselves  to  read  it  for  the  express  purpose 
of  sharing  their  enjoyment  and  appreciation  with  their 
classmates. 

2.  Reading  activities  based  upon  material  to  which  slower 
pupils  may  respond  by  reading  silently  at  their  rate  level, 


6  See  Chapter  IX  of  this  Yearbook. 

6  Germane,  C,  and  Germane,  E.  Silent  Reading.  Chicago:  Row,  Peter¬ 
s-on  and  Co.,  1923.  P.  383. 

Leonard,  §,  A.  Essential  Principles  of  Teaching  Reading  and  Litera¬ 
ture.  Philadelphia:  J.  B.  Lippineott  Co.,  1922.  P.  460. 

Penell,  M.,  and  Cusack,  A.  How  to  Teach  Reading.  Boston:  Houghton 
Mifflin,  1924. 

Stone,  C.  R.  Silent  and  Oral  Reading.  Boston:  Houghton  Mifflin,  1922. 
Wheat,  H.  G.  The  Teaching  of  Reading.  Boston:  Ginn  and  Co.,  1923.' 
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while  able,  rapid  readers  are  freed  for  further  reading, 
other  significant  activity,  or  additional  assignments. 

8.  Reading  of  .bulletins,  blackboard  material,  or  communi¬ 
cations  related  to  class  activities  which  require  class 
planning  or  are  matters  for  discussion. 

5.  Situations  in  which  individual  differences  are  provided 
for  in  the  materials,  although  the  class  is  managed  as 
a  whole. 

6.  Test  situations  expressly  arranged  to  reveal  individual 
differences  and  the  range  of  abilities  within  a  class. 

Quite  the  opposite  of  mass  methods  is  proposed  by  those  who 
advocate  individual  instruction  as  the  solution  of  the  problem  of 
providing  for  individual  differences.  Fortunately  we  are  not 
obliged  to  choose  between  the  two  extreme  positions,  for  no  doubt 
the  best  way  lies  somewhere  between  the  two  or  in  a  combination 
of  group  and  individual  work.  The  most  advantageous  combination  or 
compromise  is  the  practicable  plan  which  permits  each  pupil  to 
reach  his  fullest  measure  of  growth  with  the  least  waste  and  most 
abundant  satisfaction. 

Most  mass  methods  are  of  administrative  origin  and  have  little 
pedagogical  sanction.  They  originated  in  an  era,  the  psychology, 
sociology,  and  pedagogy  of  which  are  now  passe,  and  nothing  but 
professional  inertia  accounts  for  their  prevalence  in  this  day  and 
generation.  Mass  methods  are  largely  accountable  for  the  utter 
artificiality  and  cold  formality  of  the  typical  oral  reading  recitation, 
and  the  cramping,  devitalizing  effects  of  thoroughly  mechanized, 
over-routinized  school  work. 

Reading  in  special  classes.  The  limitations  of  space  prevent  a  full 
discussion  of  the  reading  needs  of  special  classes,  but  the  chapters 
on  informal  tests  and  diagnostic  and  remedial  work  contain  numer¬ 
ous  suggestions  that  are  applicable. 

Reading  in  rural  schools.  Provision  for  individual  differences  is 
doubly  necessary  in  rural  schools  and  other  situations  where  more 
than  one  grade  must  be  handled  by  one  teacher.  The  proposals  of 
this  chapter  and  the  two  which  follow  will  suggest  ways  and  means 
of  organizing  groups  to  meet  varied  needs. 

The  improvement  of  instruction.  In  the  light  of  what  has  been 
said  concerning  individual  differences,  it  is  obvious  that  the  teacher 
can  do  much  to  meet  the  needs  of  individuals.  The  habit  of  studying 
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her  own  procedures,  of  observing  pupil  reactions,  and  of  discover¬ 
ing  budding  tendencies  and  habits  will  do  much  to  prevent  defi¬ 
ciency,  and  continuous  supervision  of  learning  will  reduce  the  num- 
of  serious  remedial  cases  by  giving  immediate  attention  to  wrong 
tendencies.  Skews  of  emphasis  in  reading  instruction  must  be  care¬ 
fully  avoided  lest  one-sided  or  narrow  development  results.  Routine 
recitations  must  be  superseded  by  purposeful  instruction  if  pupils 
are  to  be  expected  to  work  at  a  high  level  of  attention. 

It  is  not  safe  to  assume  that  causes  of  reading  deficiency  are 
always  in  the  pupil.  Open-minded  study  of  all  the  factors  which  may 
have  a  bearing  on  pupil  progress  is  essential.  Lack  of  effort  or  inter¬ 
est  or  ability  may  be  due  to  factors  over  which  the  pupil  has  no 
control.  The  search  for  ways  and  means  of  improving  instruction 
must  leave  no  factors  unexplored.  Thus,  the  study  of  pupils’  needs 
and  reactions  may  point  to  the  necessity  for  new  materials  and 
broader  objectives,  and  reorganized  procedures.  To  equip  them¬ 
selves  for  this  type  of  professional  advance,  teachers  will  need  to 
become  acquainted  with  the  newer  types  of  teaching  materials 
which  have  been  developed  for  just  such  purposes.  Among  these 
are  certain  forms  of  pupil  records  and  graphs,  practice  materials, 
and  informal  and  standardized  reading  tests.7 

By  availing  themselves  of  these  aids  to  effective  classroom  work, 
teachers  will  not  only  find  ways  of  improving  their  teaching  tech¬ 
nique,  but  will  also  increase  the  satisfaction  of  professional 
endeavor. 


7  Chapter  IX  of  this  Yearbook. 

Germane,  C.  E.  “Outlining  and  summarizing  compared  with  re-reading 
as  methods  of  study.”  Twentieth  Yearbook  of  this  Society,  Part  II.  Pp. 
103-118.  Bloomington:  Public  School  Publishing  Co.,  1921. 

Heller,  R.  R.  and  Courtis,  S.  A.,  “Exercises  developed  at  Detroit  for 
making  reading  function.”  Twentieth  Yearbook  of  this  Society,  Part  II. 
Pp.  153-191.  Bloomington:  Public  School  Publishing  Co.,  1921. 

Horn,  E.,  Brown,  M.  E.,  Potts,  C.,  Carswell,  M.  “The  teaching  of  read¬ 
ing.”  Second  Yearbook  of  Department  of  Elementary  Principals  of  the 
N.  E.  A.  Pp.  287-382.  Washington:  Department  of  Elementary  School 
Principals,  1923. 


CHAPTER  IX 

READING  TESTS— STANDARDIZED  AND  INFORMAL 


For  the  purposes  of  this  report,  reading  tests  may  be  classified 
under  two  heads:  standardized  and  informal.  Both  types  of  tests 
are  valuable,  but  each  type  has  its  own  characteristics  and  its 
specific  function.  This  section  treats  of  standard  and  informal 
tests,  describing  the  former  and  providing  numerous  illustrations  of 
the  latter.  Both  types  of  tests  disclose  individual  differences  and 
show  tie  necessity  for  provisions  which  take  such  differences  into 
account. 

A.  INFORMAL  READING  TESTS 

The  emphasis  in  this  chapter  has  purposely  been  placed  on  in¬ 
formal  testing  because,  in  the  opinion  of  the  committee,  the  im¬ 
provement  of  instruction  in  reading  depends  in  a  great  measure  on 
the  systematic  measurement  of  attainment  with  reference  to  numer¬ 
ous  specific  objectives.  This  necessitates  the  use  of  informal  tests. 
Most  of  the  illustrative  informal  tests  in  this  chapter  have  been 
successfully  used  in  an  experimental  way.  But  the  true  function 
of  informal  tests  is  best  served  when  the  tests  are  made  to  suit  the 
material  and  the  situations  in  which  they  are  to  be  used.  Setting 
up  objectives  or  purposes  and  testing  for  the  outcome  of  instruc¬ 
tion  will  encourage  a  critical  and  professional  attitude  toward  the 
whole  reading  problem  and  give  a  basis  for  the  analyses  of  learning 
and  teaching  upon  which  the  improvement  of  educational  procedures 
depend.  , 

Informal  Tests  and  Records  for  the  Pre-Reading  Stage 

Standardized  reading  tests  do  not  reach  down  into  this  stage, 
but  readiness  for  reading  can  be  studied  by  other  methods.  Teachers 
who  wish  to  plan  their  initial  instruction  with  reference  to  the 
readiness  of  pupils  will  find  the  following  suggestions  helpfuL 

a.  Observe  and  record  pupils’  reactions  toward  stories  and 

picture  bocta. 

b.  Ascertain  to  what  extent  pupils  are  beginning  to  associate 

specific  rhymes  or  sentences  as  wholes  with  appro¬ 
priate  illustrations. 
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c.  Give  some  informal  tests  of  the  richness  or  extent  of  oral 

vocabulary. 

d.  Ascertain  whether  pupils  are  beginning  to  observe  gross 

differences  and  similarities.  See  whether  the  children 
can  differentiate  between  two  rhymes  of  varying 
length,  between  long  and  short  sentences  which  begin 
alike,  between  words  which  are  very  dissimilar. 
Observations  of  this  sort  should  be  made  individually 
or  incidentally. 

Informal  Tests  for  the  Initial  Period  of  Reading 
Instruction 

a.  Inventory  test  and  interview.  In  addition  to  the  data  on  intel¬ 
ligence  and  personal  history,  there  should  be  some  means  of  inven¬ 
torying  reading  attitudes  and  attainments  at  the  very  outset.  This 
may  be  done  by  means  of  an  informal  inventory  or  personal  inter¬ 
view.  The  following  questions  may  be  used  when  children  are  taken 
individually  and  they  can  be  adapted  to  group  situations.  The 
teacher  prepares  record  blanks  containing  these  or  similar  questions, 
and  places  for  recording  data  on  each  child.  The  necessary  materials 
should  be  prepared  in  advance. 

Record  Sheet  for  Interview 

One  of  these  cards  tells  your  name.  Which  one  is  it?  - 

One  of  these  cards  tells  how  old  you  are.  Which  one  is  it? - 

I  am  sure  you  like  to  play  outdoors.  What  do  you  like  to  play  best 
of  all? - 

Who  plays  with  you?  - -  Have  you  any  brothers  or 

sisters?  - 

Have  you  any  pets? - 

What  toys  have  you  at  home?  -  Tell  me  which  toys  you  like 

best  of  all? - 

Do  you  have  any  books?  -  What  do  you  like  to  do  with 

books?  - 

Did  you  ever  have  any  lessons  with  books? - 

Can  you  read  a  little? - 

Does  anyone  ever  read  to  you? - 

(Inquire  how  much,  whether  regularly,  etc.) 

What  stories  do  you  know? - 

Do  you  know  any  rhymes? - 

(Illustrate  by  Humpty  Dumpty  or  Little  Jack  Horner.) 
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Do  you  know  what  any  of  these  cards  say? - 

(Show  four  or  five  word  cards  all  of  which  are  names  of  common 
animals.  If  there  is  no  response,  wait  a  bit  before  suggesting  that 
they  are  all  names  of  animals.  Make  note  of  all  responses.) 
Perhaps  you  have  seen  these  words  at  home  or  on  signs.  Tell  me  which 

ones  you  know.  - - 

(Show  four  or  five  cards  that  contain  in  large  print  words  which 
are  common  in  the  pre-school  environment,  as  hot,  cold,  stop,  go, 
mail,  cent,  exist,  milk,  soap,  store,  danger,  cash,  St.,  once,  sugar, 
sale,  oats,  grocer.) 

(Expose  a  series  of  cards  on  which  the  following  lines  are  typed 
or  printed  in  type  slightly  larger  than  primer  size.  Arrange  these 
cards  in  the  order  here  given.) 

One,  two,  three 
Ha,  Hi,  Ha 
No,  no,  no 
a  bumble  bee 
a  big  black  bear 
123  65 A  879 

a  cat  and  a  dog 
Merry  Christmas 
a  bumble  bee 

(Ask  the  following  questions  in  order  and  make  note  of  responses.) 

Can  you  point  to  the  line  that  has  numbers  in  it? - 

Say  the  numbers  as  I  point  to  them. - 

(Point  in  the  order  printed.  If  the  child  points  to  the  first  line  or 
card,  ask  him  to  tell  you  what  it  says,  and  then  say : ) 

Now  see  if  you  can  find  a  card  that  has  real  numbers  like  house 

numbers  or  car  numbers. - 

Point  to  two  cards  that  are  exactly  alike. - 

(Report  relative  ease  of  recognition  in  terms  of  time  or  procedure.) 

Point  to  the  card  that  says  Merry  Christmas.  - 

Now  look  at  all  the  cards. 

Point  to  the  card  that  says  the  same  thing  over  and  over. - 

Point  to  the  card  that  says  a  bumble  bee. - 

There  is  a  card  that  says  a  big  black  bear.  Point  to  where  it  says 

bear.  - - 

Show  me  where  it  says  big. - 

One  card  says  a  cat  and  a  dog.  Put  one  finger  on  dog  and  another 
on  cat.  - 

/ 

This  test  may  be  abbreviated  for  children  who  show  no  interest 
or  readiness  to  respond.  This  fact  should  be  noted  in  the  record. 
For  children  wh©  cannot  respond  satisfactorily  to  any  of  the  ques- 
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tions,  suitable  initial  instruction  is  manifestly  very  different  than 
for  those  who  can  actually  read.  For  the  latter  there  should  be  some 
record  of  habits,  quality  of  performance,  and  rate  on  a  simple 
paragraph;  preferably  use  the  first  paragraph  of  the  Gray  Oral 
Reading  Test.  The  test  does  not  set  standards,  but  makes  it  pos¬ 
sible  for  teachers  to  study  the  comparative  abilities  of  pupils  at 
the  beginning  of  the  first  grade. 

During  the  first  few  weeks  of  school,  the  teacher  should  look  for 
evidences  of  the  ability  to  detect  gross  differences  or  similarities  in 
sentences,  rhymes,  phrases  or  words,  as  occasion  arises  in  the  regu¬ 
lar  activities.  Difficulty  in  realizing  that  two  words  or  phrases  are 
identical  is  extremely  significant.  Children  who  cannot  do  this 
readily  are  not  ready  to  see  gross  differences  or  to  make  finer  dis¬ 
criminations.  Matching  exercises  may  be  used  as  informal  tests,  but 
should  be  discontinued  as  soon  as  ready  recognition  is  evidenced. 

b.  Ascertain  whether  pupils  are  over  dependent  on  positional 
clues.  Selected  portions  of  stories  should  be  placed  on  phrase  cards 
and  shuffled.  Children  who  have  excessive  difficulty  are  usually  those 
who  have  found  a  ‘short-cut’  method  of  getting  material  either 
by  rate  or  by  position  and  who  are  likely  to  assume  that  such 
associations  are  adequate  to  reading  needs.  This  test  is  therefore 
useful  to  detect  cases  which  need  guidance  beyond  that  point. 

c.  Ascertain  to  what  extent  pupils  realize  the  meaning  of  phrases 
out  of  familiar  context,  without  saying  the  words  of  each  phrase. 
This  is  not  only  a  test,  but  also  an  opportunity  for  practice  or 
review  with  the  vocabulary  of  stories  previously  read. 


The  teacher  says :  “Point  to  the  right  thing  in  the  right  picture  in  your 
book.”  The  teacher  exposes  the  following  phrases,  one  at  a  time,  on  the 
blackboard  or  on  large  phrase-cards  (any  reader  containing  pictures 
full  of  action  may  be  used  in  this  manner). 

The  pupil  responds  by  pointing  to  the  proper  thing. 


The  old  man 

The  old  man’s  bag 

The  gold  on  the  floor 

The  window 

The  man  at  the  window 

The  old  man  in  bed 


The  hole  in  the  bag 

The  gold  that  fell  out 

The  fairy 

The  fairy’s  wand 

The  children 

The  yellow  dandelions 


d.  Ascertain  whether  the  children  can  recognize  phrase  meaning 
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when  phrases  from  stories  are  introduced  in  questions.  The  teacher 
says:  “This  is  a  game  called  ‘Who.’  Every  card  begins  with  this 
word,  ‘Who.’  You  must  point  to  the  right  answer  in  your  book.” 

Variations:  (a)  You  must  point  to  the  right  picture  in  your  book 
to  answer  the  question,  (b)  You  may  pick  out  the  card  or  answer 
from  those  on  the  chalk  tray  or  blackboard.  (The  only  new  word 
is  “Who.”) 


Who  went  to  market? 

Who  came  to  the  door? 

Who  had  a  bag? 

Who  opened  the  bag? 

Who  caught  the  bumble  bee? 


Who  put  the  pig  into  the  bag? 
Who  ran  after  the  pig? 

Who  let  the  little  boy  out? 
Who  went  to  the  woods? 

Who  had  a  fine  dinner? 


e.  Ascertain  whether  children  can  comprehend  questions  in  which 
familiar  statements  are  paraphrased.  The  teacher  says :  “Each  card 
in  this  game  begins  with  ‘What.’  Open  your  books  to  the  story  and 
answer  by  reading  the  right  words.  The  right  words  are  the  ones 
that  tell  ‘What.’  ”  (Notice  how  the  order  of  the  words  is  changed  by 
using  these  questions.  Verb  forms  are  also  changed.)  Or  the  teacher 
says:  “Be  ready  to  answer  the  question”  (orally). 

WThat  did  Peter  Rabbit  hear? 

What  did  the  dogs  say? 

What  did  Peter  Rabbit  say? 

What  did  the  horse  do  all  day? 

What  did  the  horse  say? 

What  did  the  cow  say? 

What  did  the  goat  say? 

What  was  the  goat  afraid  of? 

What  did  Peter  Rabbit  think? 

What  did  he  do? 


f.  Ascertain  whether  the  children  can  silently  read  and  grasp 
the  organization  or  sequence  or  relation  of  ideas  in  a  selection  when 
the  exaxt  wording  is  changed.  This  also  gives  pupils  review  expe¬ 
riences  with  rearranged  vocabulary  of  stories  previously  read  and 
tests  their  reading  ability  in  the  use  of  that  vocabulary. 

The  teacher  gives  pupils  envelopes  containing  shuffled  cards,  on 
each  one  of  which  appears  one  of  the  following  sentences.  The 
teacher  says :  “Arrange  these  cards  to  show  how  things  happened  in 
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the  story.”  (Any  story  with  sequence  may  be  used.  This  one  is  merely 
illustrative.  Notice  that  the  sentences  are  framed  to  stress 
sequences.) 

A  little  girl  wanted  to  find  the  stars. 

She  went  out  to  find  them. 

First  she  came  to  a  pond. 

Then  she  met  some  fairies. 

After  that  she  met  an  elf. 

Then  she  met  a  horse. 

His  name  was  Four-feet. 

Four-feet  took  her  to  No-feet. 

He  was  a  fish. 

Next  she  came  to  Stairs  with  no  steps. 

That  was  the  rainbow. 


g.  Ascertain  whether  the  children  can  complete  sentences  and 
organize  them  into  a  story  from  incomplete  visual  cues.  Unfinished 
sentences  based  on  a  story  previously  read  are  put  on  the  black¬ 
board  or  on  cards.  The  same  idea  can  be  used  with  sentences  based 
on  class  experiences.  Pupils  are  told  to  study  to  see  whether  they 
can  read  the  sentences  as  though  the  whole  story  were  there. 

The  goat  saw - 

They  had  to  cross - — 

When  they  went  over  the  bridge  they  heard  _ 

This  is  what  he  said - - 

Next  came  the  - - - — 

He  said - 

Last  of  all  came  the - - 

He  said - 

The  troll  tried  to  - - 

The  troll  fell - - 

h.  Ascertain  whether  the  children  can  select  related  meanings 
and  put  them  together.  The  following  questions  and  mixed  lettered 
answers,  based  on  content  material  previously  read,  are  placed 
on  the  board. 

The  teacher  or  pupil  calls  out  the  number  of  a  question.  The 
pupils  all  read  the  question  silently,  find  the  appropriate  answer 
and  respond  either  by  reading  it  or  by  setting  down  its  letter.  A 

few  incorrect  answers  may  be  added  so  that  the  children  do  not 
answer  by  elimination. 
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1.  Who  was  Rago’s  sister? 

2.  When  did  they  live? 

3.  Where  did  they  live? 

4.  How  many  children  were  there? 

5.  Who  was  oldest? 

6.  Who  was  youngest? 

7.  What  did  their  mother  carry  on  her  back? 

8.  Where  did  they  all  sleep? 


a.  the  baby 

b.  far,  far  away 

c.  five 

d.  three 

e.  two 

f.  Rago 

g.  Goni 

h.  in  the  trees 

i.  the  baby 

j.  long,  long  ago 

k.  in  beds 

l.  John 


i.  Test  factual  comprehension.  Incidentally,  this  gives  new  read¬ 
ing  experiences  based  on  material  previously  read,  preferably  on 
factual  material  related  to  class  experiences.  Some  early  experiences 
should  be  with  animals.  This  illustration  presupposes  class  experi¬ 
ences  with  frogs. 

Each  child  is  supplied  with  cards,  on  which  the  words  yes  and  no 
are  printed,  and  with  number  cards.  Or  pupils  may  write  or  print 
yes  or  no  beside  the  numbers  which  they  write  on  a  slip  of  paper. 
This  technique  makes  it  possible  to  use  the  exercise  or  test  with 
a  group  or  as  seatwork. 

The  teacher  says:  “Read  the  first  question  and  answer  it  by 
yes  or  no.  Then  read  the  next  sentence  and  answer  it.  Try  to  answer 
all  of  them.” 

1.  Do  frogs  lay  eggs? 

2.  Did  you  ever  see  a  frog’s  egg? 

3.  Do  frogs’  eggs  have  hard  shells? 

4.  Do  frogs  lay  very  many  eggs? 

5.  Are  frogs’  eggs  as  big  as  marbles? 

6.  Do  frogs  sit  on  their  eggs  until  they  hatch? 

7.  Are  frogs’  eggs  found  on  the  ground? 

8.  Did  you  ever  see  a  pollywog? 

9.  Do  pollywogs  have  tails? 

10.  Do  pollywogs  turn  into  frogs? 

11.  Do  frogs  have  tails? 

12.  Can  pollywogs  swim? 

13.  Do  young  pollywogs  have  legs? 

14.  Do  frogs  have  only  two  legs? 

15.  Do  pollywogs  ever  have  two  legs? 
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j.  Test  to  see  whether  children  can  select  true  from  false  state¬ 
ments.  From  a  group  of  sentences  on  the  blackboard  or  on  type¬ 
written  sheets,  pupils  are  asked  to  cross  out  all  the  untrue  sentences. 
The  content  should  be  familiar.  Variation:  The  sentences  may  also 
be  printed  on  separate  cards.  In  that  case  pupils  are  asked  to  sort 
out  the  untrue  cards. 

Breed  is  made  of  wheat. 

Bread  is  made  of  stones. 

Bakers  sow  the  wheat. 

Farmers  sow  the  wheat. 

The  birds  eat  all  the  wheat. 

The  wheat  grows  tall  and  ripens. 

The  baker  makes  the  wheat. 

k.  Test  ability  to  grasp  related  meanings  and  to  express  and  in¬ 
terpret  ideas  by  means  of  simple  drawings.  Each  pupil  receives  a 
card  containing  a  rhyme  or  paragraph  with  directions  to  be  fol¬ 
lowed.  This  idea  need  not  be  illustrated  here. 

l.  Test  to  see  whether  children  can  keep  the  place.  Each  child  is 
supplied  with  a  copy  of  a  mimeographed,  hectographed,  or  printed 
story.  The  printed  or  typed  lines  should  not  be  longer  than  four 
inches  and  the  print  should  be  as  large  as  that  in  the  reader.  The 
teacher  reads  at  a  normal  rate,  phrasing  the  words  properly.  The 
children  are  told  to  keep  the  place  with  their  eyes,  without  pointing 
to  words,  and  to  draw  a  line  after  every  word  on  which  she  stops. 
The  teacher  marks  her  own  copy  before  she  reads  and  uses  it  in 
scoring.  Stops  should  not  come  on  adjacent  lines.  Pencils  should 
be  pointed  upward  when  not  in  use. 

The  following  variations  are  suggested.  (1)  When  testing  in¬ 
dividuals  or  where  the  training  value  alone  is  desired,  children 
may  be  asked  to  complete  the  sentences  orally  to  show  where  the 
teacher  stopped.  (2)  Using  similar  materials,  the  teacher  reads  a 
part  of  a  story  and  stops  at  an  opportune  place,  giving  the  children 
a  direction  concerning  the  next  sentence.  This  test,  or  exercise, 
gives  practice  in  place-keeping,  following  directions,  and  seareh  for 
a  specific  idea.  It  requires  alert  attention  and  gives  practice  in 
reading  at  a  high  level  of  attention.  An  illustration  is  given: 

The  teacher  reads:  “Once  upon  a  time  there  was  an  old  man.”  The 
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teacher  says:  “The  next  sentence  tells  what  he  loved.  Draw  a  line  under 
the  word  that  tells  what  he  loved.  (Pause.)  The  next  sentence  tells 
what  the  old  man  made  for  his  friends.  Find  the  word  that  tells  what 
he  made  and  draw  a  line  around  it.  Now  read  on.  Draw  a  line  under 
every  word  in  the  next  line  that  tells  what  the  old  man  did  in  spring.” 
Pause  while  the  children  read  silently.  “The  old  man  loved  birds.  He 
made  houses  for  them  and  put  them  in  the  trees  all  around  his  own 
house.  In  winter  when  food  was  hard  to  find,  he  fed  his  bird  friends. 
In  spring  he  made  a  bird  garden.  In  the  middle  of  the  garden  there  was 
a  bird  bath.  There  were  also  many  kinds  of  shrubs  which  birds  liked. 
The  birds  were  not  afraid  of  the  old  man.  They  often  sat  on  his  arm  and 
ate  crumbs  from  his  hand.” 

The  following  directions  illustrate  the  further  development  of 
the  idea. 

The  teacher  goes  to  the  board  and  sketches  an  oblong  to  represent 
a  garden.  She  says:  “Suppose  this  was  a  garden.  Find  out  what  was 
here  (putting  a  ring  in  the  center)  in  the  garden.  Draw  a  ring  around 
the  words  that  tell. 

“Find  two  things  that  show  that  the  birds  were  not  afraid  of  the  old 
man.  Underline  the  words  that  tell  whether  the  birds  were  afraid  of 
the  old  man.  Show  what  proves  it.” 

Variation:  Children  read  the  whole  selection.  Directions  similar 
to  those  given  above  are  put  on  the  blackboard  and  followed  without 
the  teacher’s  participation.  This  use  of  the  exercise  requires  less 
alertness,  but  has  compensating  values. 

m.  Test  each  pupil’s  ability  to  recognize  words  in  isolation  in  a 
way  which  requires  attention  to  meaning  rather  than  mere  word 
calling.  Words  from  previous  reading  experiences  are  to  be  selected 
to  fit  the  following  or  similar  classifications:  (a)  names  of  animals, 
(b)  colors,  (c)  words  of  action  or  words  that  tell  something  to  do, 
(d)  things  made  of  wood,  (e)  things  to  eat  or  drink,  (f)  things 
to  wear,  (g)  words  that  tell  where,  (h)  words  that  tell  who 
(persons),  and  (i)  words  that  tell  how  many.  Words  under  two 
or  three  of  the  classifications  are  then  grouped  with  a  few  irrelevant 
words  of  similar  form  or  appearance.  Children  are  required  to 
select,  pronounce,  or  mark  all  the  words  of  a  given  classification. 

Variations:  (1)  Separate  word  cards  may  be  used.  Classifica¬ 
tion  cards  may  be  made  of  another  color.  Pupils  organize  a  shuffled 
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pack  of  word  cards  under  the  given  classifications,  culling  out  into 
a  separate  file  words  which  do  not  fit  any  classification. 

(2)  A  similar  exercise  can  be  arranged  using  incomplete  sentences 
instead  of  classifications.  The  children  are  told  to  find  all  the 
words  which  could  be  used  to  complete  each  sentence  as  follows: 

I  like  to  eat -  I  put  on  my - 

Some  flowers  are  -  I  went  to - 

The  first  column  of  words  given  below  could  be  used  for  colors, 
numbers,  and  animals.  Irrelevant  words  similar  in  form  are  in¬ 
cluded.  The  second  column  contains  words  which  refer  to  size, 
persons,  clothing.  The  third  column  may  be  used  for  foods,  actions, 
places.  The  lists  could,  of  course,  be  much  longer. 


rat 

hat 

bread 

red 

had 

break 

three 

man 

up 

tree 

little 

sing 

blue 

Pig 

porridge 

bird 

big 

jump 

four 

mother 

read 

yellow 

coat 

red 

squirrel 

boy 

meat 

green 

small 

down 

sick 

shoe 

run 

six 

father 

come 

dog 

farther 

com 

duck 

girl 

here 

ten 

lady 

her 

then 

large 

go 

blue 

baby 

dinner 

wheat 

dress 

walk 

white 

John 

talk 

dig 

tall 

goat 

n.  Test  comprehension  of  total  meaning  of  selections  longer  than 
one  sentence.  For  this,  use  words  well  within  the  visual  vocabulary 
of  children.  Riddles  like  the  following  are  used  as  silent  reading  ma¬ 
terial.  The  tendency  to  respond  with  fragments  of  meaning  or  to 
leave  out  certain  important  elements  may  be  corrected  if  similar 
practice  exercises  follow  the  use  of  this  informal  test 
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2 


I  am  thinking  of  an  animal. 
It  has  a  long  tail. 

It  cannot  swim. 

It  has  two  legs. 

It  can  walk. 

It  can  fly. 

It  is  bigger  than  a  sparrow. 
It  is  not  a  blue  jay. 

It  is  not  a  robin. 

It  is  black  all  over. 

It  likes  corn. 

It  says  caw  caw. 

What  is  it? 


What  is  it? 

It  is  not  black. 

It  grows. 

It  has  many  blades. 

It  is  like  a  carpet. 

It  covers  the  ground. 

It  grows  in  spring. 

Sheep  eat  it. 

Men  cut  it. 

Chickens  like  it. 

The  hot  summer  sun  burns  it. 
The  snow  covers  it. 

What  is  it? 


Informal  Tests  for  the  Period  of  Rapid  Growth  in  Funda¬ 
mental  Reading  Attitudes,  Habits,  and  Skills 

(Second  and  Third  Grades) 

Many  of  the  suggestions  given  for  the  first  grade  are  applicable 
to  the  second  grade  as  well,  if  adapted  to  second-grade  materials, 
interests,  and  abilities.  It  is  well  to  use  informal  tests  which  have 
easy,  satisfying  responses.  The  unnecessary  use  of  written  responses 
is  likely  to  interfere  with  the  satisfaction  to  be  derived  from  read¬ 
ing.  The  strain  and  time  expenditure  involved  in  tests  which  require 
writing  and  spelling  may  be  reduced  without  loss.  The  following 
illustrations  are  chosen  because  they  are  somewhat  different  from 
those  already  given. 

a.  Test  comprehension  and  ability  to  select  pertinent  or  relevant 
ideas.  Directions  to  pupils  (on  blackboard  or  on  a  card  accompany¬ 
ing  sentences  or  sentence  cards)  : 

1.  Select  (or  mark)  the  sentences  that  are  true  about  rabbits. 

2.  Pick  out  the  ones  that  are  true  about  trees. 

3.  Pick  out  the  sentences  that  are  true  about  children  like  yon. 

(If  sentences  are  on  the  blackboard  and  numbered,  pupils  may  be 
directed  to  draw  a  rabbit  and  put  under  it  the  numbers  of  the  sentences 
that  are  true  about  rabbits,  etc.) 

1.  They  have  long  ears. 

2.  They  have  a  great  many  limb3. 

8.  They  love  to  play  games. 

4.  They  can  sing  pretty  songs. 
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5.  They  have  soft  warm  fur. 

6.  Some  of  them  have  beautiful  pink  eyes. 

7.  Some  of  them  have  curly  hair. 

8.  Some  of  them  have  green  needles. 

9.  Some  of  them  have  leaves. 

10.  They  live  in  holes  in  the  ground. 

11.  Some  of  them  are  hundreds  of  years  old. 

12.  They  have  very  short  tails. 

13.  They  have  four  legs. 

14.  They  have  two  hands. 

15.  They  have  roots  under  the  ground. 

Variations:  Similar  exercises  may  be  used  with  phrases  or 
sentence  endings  or  with  content  based  on  group  interests  or  expe¬ 
riences.  These  may  be  placed  on  phrase  cards,  on  the  blackboard, 
or  on  hectographed  or  mimeographed  sheets. 

Directions:  Mark  or  pick  out  the  true  endings. 


The  Indiana  of  long  ago  times 


had  to  hunt  for  their  food, 
bought  everything  in  stores, 
used  sign  language, 
had  war  dances, 
used  money  like  ours, 
made  ships  of  steel, 
made  canoes  of  birch  bark. 


had  homes  like  ouis. 

lived  in  castles. 

lived  in  wigwams  or  tepees. 

rode  in  automobiles. 

wore  clothes  made  of  animal 


skins. 

lived  in  big  cities. 


used  bows  and  arrows. 

b.  Test  ability  to  follow  directions,  get  the  thread  of  the  story, 
and  express  meanings  in  simple  drawings.  (1)  Draw  a  picture  to 
show  what  the  old  woman’s  magic  brought  to  the  hungry  little  girl. 

(2)  In  your  second  picture  show  what  became  of  the  goat’s  heart. 

(3)  Now  show  where  the  little  girl  was  when  the  prince  came. 

(4)  Show  how  the  story  ends. 

Such  directions  require  real  grasp  of  story  content  and  are  far 
superior  to  arbitrary  directions  not  based  on  reading  material. 

c.  Test  thoroughness  or  completeness  of  comprehension.  Illustra¬ 

tion:  “Name  all  those  who  helped  the  girl  find  her  way  to  the 
castle.”  In  this  case  four  replies  were  possible.  The  pupil  who 
named  but  one  person  showed  only  partial  success  and  got  partial 
credit.  t 

Other  illustrations:  “What  did  the  Pilgrims  have  to  eat  at  the 
feast?”  “What  did  the  poet  Whittier  do  in  the  summer  when  he 
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was  a  boy  living  on  a  farm?”  In  each  case  there  are  several  items 
to  be  given. 

d.  Test  pupil’s  grasp  of  relationships  or  of  the  modification  of 
meaning  which  depend  on  prepositions  and  other  modifying  words 
(practice  in  accurate  comprehension  and  imagery).  Exercises  con¬ 
taining  numerous  modifiers  are  used.  Pupils  read  the  directions 
through  before  beginning  to  draw,  and  refer  to  them  while  drawing. 

The  same  purpose  may  be  served  by  using  exercises  like  the 
following,  based  on  stories  or  activities.  After  reading  the  story 
silently ,  the  pupil  receives  an  envelope  containing  the  following  ques¬ 
tions  and  answers,  each  on  a  separate  card.  He  is  told  to  arrange 
the  questions  with  appropriate  answers,  eliminating  superfluous  or 
untrue  answers.  The  cards  are  purposely  mixed  and  some  answers 
occur  twice. 


(1)  Who  had  the  right  to  eat  all  the  meat  that  fell  to  the  floor? 
Who  gave  him  that  right? 

Who  destroyed  the  paper? 

Who  caused  the  trouble  between  the  cats  and  dogs? 

The  queen  The  prince 

The  king  The  mice 

The  d°g  The  rats 

The  cat  The  mice 


(2)  Directions:  Find  the  right  beginning  for  each  ending  or  vice  versa. 
(Beginnings  and  endings  are  shuffled.  Careful  selection  of  test  sen¬ 
tences  should  eliminate  endings  which  cause  confusion.) 


The  Indians 
The  Pilgrims 
The  mothers 
They  all 
The  children 
The  fathers 
The  Indians 


planned  the  first  Thanksgiving  Day. 
were  asked  to  come. 

carried  home  wild  ducks  and  turkeys  for  the  feast. 

gathered  plums  and  grapes. 

brought  five  large  deer. 

made  bread  and  cake  and  pumpkin  pies. 

thanked  God  for  liis  goodness. 


e.  Test  accuracy  of  perception.  Each  child  is  provided  with  a 
pack  of  cards  containing  similar  words.  He  is  to  sort  out  the  cards 
into  three  piles.  The  first  pile  is  for  words  that  are  just  alike;  the 
second  is  for  words  that  mean  about  the  same  thing  but  are  not 
exactly  alike;  the  third  is  for  words  that  look  much  like  the  other 
words  but  mean  something  entirely  different.  The  ease  with  which 
the  child  differentiates  is  as  significant  as  the  accuracy  with  which 
the  words  are  sorted. 
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The  following  illustrative  lists  show  the  words  when  properly 
sorted.  Notice  that  some  words  are  repeated.  Hesitancy  in  the 
recognition  of  these  words  is  extremely  significant. 


come 

came 

cone 

come 

comes 

cane 

come 

coming 

canning 

come 

care 

come 

cave 

come 

cunning 

cared 

cares 

comb 

common 

begin 

began 

belong 

begin 

begun 

being 

begin 

beginning 

belong 

begin 

begins 

behind 

begin 

beginnings 

before 

begin 

beyond 

because 

became 

thought 

think 

thank 

thought 

thinking 

though 

thought 

thoughts 

tough 

thought 

thoughtful 

through 

thought 

thinks 

taught 

thou 

thin 

brought 

truly 

thankful 

Variations:  (1)  After  this  exercise,  the  cards  may  be  shuffled 
and  pupils  may  be  asked  to  find  all  the  words  that  begin  with  th, 
or  all  words  that  end  with  gh,  etc.  (2)  The  same  cards  may  then 
be  laid  out  and  pupils  may  be  asked  to  select  words  that  fit  in 
certain  unfinished  sentences  like  the  following: 

The  meat  was  - . 


I  -  he  was  a  kind  man. 

Walk - the  garden  with  me. 

I  wonder  who - of  that. 
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f.  Observe  and  record  the  cases  of  finger  pointing,  vocalization, 
or  lip  movement.  All  of  these  are  indications  of  immature  habits 
which  retard  rate.  Incidentally,  notice  which  pupils  cannot  keep  their 
minds  on  reading  long  enough  to  complete  the  assignment  without 
wandering  attention.  Notice  also  which  pupils  make  forward  or 
lateral  head  movements  while  reading,  instead  of  holding  their 
books  at  a  uniform  distance. 

Without  informing  the  children  of  your  purpose,  observe  them, 
carefully  recording  your  observations  on  a  prepared  reeord  sheet 
for  future  reference.  Your  record  sheet  should  contain  the  names 
of  all  pupils  arranged  according  to  seating.  Date  your  sheet  and 
save  it  for  comparison  with  a  later  dated  record.  Use  code  to 
record  observations,  for  example: 

Pointing  H — head  movement 

L  lip  movement  W — wandering  attention 

vocalization  E — signs  of  eye  strain,  as,  for  ex¬ 

ample,  frowning,  book  held  too 
close  to  eyes,  eyes  rubbed,  etc. 

Underline  the  code  letter  when  you  find  the  habit  in  marked 
degree. 

Soon  after  the  test,  work  for  elimination  of  the  habits,  and  re-test 
on  a  number  of  occasions.  Do  not  announce  your  purpose  on  the 
re-test  lest  the  pupil’s  responses  differ  from  habitual  reactions. 

g.  Test  the  span  of  recognition  and  discover  which  pupils  need 
extra  practice  in  phrase  flashing  to  increase  the  span  or  number  of 
words  taken  in  at  glance.  Phrases  of  the  same  or  increasing  length 
are  flashed  or  exposed  for  about  one-half  second.  Teachers  should 
try  to  keep  the  exposure  time  constant.  The  pupil  tells  or  writes 
what  he  sees.  (For  occasional  test  purposes,  a  response  in  terms 
of  word-calling  or  writing  is  permissible.) 

The  score  on  each  phrase  is  the  number  of  words  seen  at  one 
flash.  Errors  in  spelling  should  be  noted  for  diagnostic  purposes, 
but  not  counted  on  reading  errors. 

Another  method  of  scoring  can  be  used  when  pupils  are  tested 
individually.  The  same  card  is  flashed  repeatedly  until  recognized 
The  score  on  each  card  is  the  number  of  flashes  required  for  it. 

In  no  case  should  the  length  of  exposure  be  prolonged.  The  length¬ 
ened  exposure  defeats  the  purpose  of  the  test.  The  vocabulary  should 
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in  all  cases  be  within  the  experiences  of  the  pupil.  Training  similar 
to  that  of  the  test  may  be  based  on  phrase  exercises  related  to 
reading  matter.  The  test  itself  should  not  consist  of  related  phrases. 

h.  Use  silent  reading  tests  in  connection  with  much  of  the  silent 
reading  in  which  pupil  groups  or  whole  classes  engage.  If  extensive 
reading  is  to  be  used  as  a  means  to  the  establishment  of  sound 
habits  and  a  partial  substitute  for  intensive  instruction,  there 
should  be  some  guarantee  that  pupils  are  actually  reading. 
Systematic  comprehension  checks,  based  on  material  which  pupils 
read  silently,  should  be  carefully  prepared  in  advance.  This  throws 
the  responsibility  squarely  upon  each  pupil  and  gives  the  teacher 
a  basis  for  the  selection  of  pupils  who  need  special  help  and  of 
pupils  who  are  sufficiently  able  and  reliable  to  proceed  to  larger 
reading  responsibilities  and  opportunities.  The  systematic  use  of 
such  informal  tests  is  the  best  means  of  preventing  the  deteriora¬ 
tion  of  good  habits  and  the  formation  of  bad  habits  which  lead  to 
serious  deficiency. 

The  following  examples  of  continuous  checks  on  group  or  in¬ 
dividual  silent  reading  are  selected  from  the  Lincoln  School  Experi¬ 
mental  Materials. 

I.  “Cover  the  sentences  that  do  not  belong  to  the  story  (The  Stone 
in  the  Road ).” 

1.  Once  there  was  a  very  poor  man. 

Once  there  was  a  very  rich  man. 

2.  There  was  a  road  beside  his  house. 

There  was  a  road  behind  his  house. 

There  was  a  road  in  front  of  his  house. 

3.  He  was  sad  to  see  idle  persons. 

He  was  sad  to  see  people  ill. 

4.  He  put  a  stone  in  the  middle  of  the  road. 

He  put  some  stones  beside  the  road. 

5.  The  stone  was  moved  by  a  man  with  a  cow. 

The  stone  was  moved  by  a  farmer. 

The  stone  was  moved  by  the  miller’s  boy. 

The  stone  was  moved  by  the  rich  man’s  son. 

6.  Under  the  stone  he  found  a  piece  of  gold. 

Under  the  stone  he  found  a  pot  of  gold. 

Under  the  stone  he  found  a  pot  of  silver. 

(Winston  II,  pp.  61-64.) 

(A  marked  copy  of  the  test  is  used  as  a  scoring  form.) 
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n.  Mark  the  right  endings. 

Robinson  Crusoe 

(Chapters  20,  21,  and  22.) 
One  morning  Robinson 
made  fine  candles  from  the  tallow 
saw  five  canoes  on  the  shore 
saw  five  campers  on  the  beach 

He  went  to  the  hilltop  and  saw 
a  great  ship  at  anchor  near-by 
a  great  many  canoes  farther  out 
a  great  many  men  on  the  shore 
One  of  them 
became  his  servant 
was  an  old  friend  of  his 
was  tied  to  a  post 

He  found  that 

they  had  come  from  England 
they  had  come  from  the  mainland 
all  the  tribes  were  friendly 
Friday  was 
a  very  stormy  day 
the  day  after  this  trouble 
a  young  savage 

Friday  had 

never  been  a  lucky  day 
never  worn  clothes  before 
Friday  soon  learned 
many  things  from  his  master 
that  the  big  ship  was  wrecked 
Robinson  told  Friday 
to  go  back  to  his  tribe 
how  lonely  he  had  been 
to  stay  in  the  comer 

Friday  trembled  because 
he  was  afraid  of  a  whipping 
he  was  afraid  of  Robinson 
he  was  afraid  of  lightning  and  thunder 
Robinson  told  Friday 
that  God  was  angry 
that  God  was  a  loving  father 
to  answer  when  he  was  called 

Score _ _ _ 
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Things  to  do  when  you  have  marked  all  the  right  answers: 

Copy  the  words  that  tell  the  truth: 

Friday’s  skin  was  white,  yellow,  dark. 

Friday  slept  in  the  castle,  cave,  tent. 

Draw  a  picture  to  show  what  Robinson  saw  from  the  hilltop. 

There  follow  illustrations  of  exercises  used  as  ‘chapter  checks.’ 
These  are  devised  for  Chapters  II,  VIII,  IX,  X,  and  XXIV  of  Bing¬ 
ham’s  Merry  Animal  Tales 1  and  Chapter  II  of  Perkins’  The  Dutch 
Twins. 


Merry  Animal  Tales 

Chapter  II 

Read  to  find  out: 

1.  Who  decided  to  have  the  rat  meeting? 

2.  What  was  it  about? 

8.  What  did  they  plan  to  do? 

4.  How  did  the  meeting  end? 

5.  Who  carried  out  the  plan? 

Chapter  VIII 

Star  the  correct  answer: 

1.  (a)  Mrs.  Blackrat  had  a  way  of  saying  “Yes”  and  never  doing 

the  thing  she  said  she  would  do. 

(b)  Mrs.  Blackrat  had  a  way  of  saying  “Don’t”  and  “No” 

and  then  at  last  doing  the  very  thing  she  said  she  would 
not  do. 

(c)  Mrs.  Blackrat  had  a  way  of  saying  “No”  and  never  doing 

the  thing  she  said  she  wouldn’t  do. 

2.  Blackie  went  on  a  visit 

to  the  country 
to  the  lion 
to  Madison  Square 

8.  While  the  mistress  was  playing,  Blackie  sat 
on  the  piano 
in  the  corner 
under  the  bookcase 

4.  Blackie  was  frightened  by 
the  music 
Hie  rain 

the  slam  of  a  door 


1  Contributed  by  M.  Taylor,  Swarthmore,  Pa. 
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5.  He  ran 

down  into  the  cellar 
up  the  garret  steps 
home 


Chapter  IX 

What  are  the  missing  words  in  the  sentences? 

o’  £'atIier  - told  Blackie  all  about  traps. 

hen  -  -  visited  the  pantry,  he  saw  queer  little _ 

with  an  open - and  the  biggest,  nicest  piece  of 


3. 


4. 


fresh 

Blackie  went  down  the  chimney  of  the  little _ 

enough  it  was  a  - .. 

Little  mistress  - opened  the  door  and 

and  up  the  - he  went. 


and  sure 


out  skipped 


Chap.  X 

Which  statement  is  true? 

1.  To  everything  Blackie  wanted  to  do,  Mrs.  Blackrat  said 

yes 

don’t 

please 

2.  Blackie  ate  his  picnic  dinner 

under  the  corn  stalks 
under  a  rock 
on  a  rock 


8.  Mrs.  Blackrat  said:  “You  ate  so  much  com  that 
I  am  sorry.” 

I  am  ashamed.” 

I  am  cross.” 

Chap.  XXIY 


Place  a  cheek  mark  after  each  statement  which  is  true. 

1.  A  fox  can  climb  a  tree. 

2.  It  was  well  for  Mr.  Fox  to  hunt  the  turkeys  in  the  moonlight. 

3.  A  fox  is  afraid  of  a  dog. 

4.  Foxes  are  never  untruthful 


The  Dutch  Twins 
Chap.  II 

Directions:  Below  each  question  place  the  correct  answer.  You  win 
have  three  answers  left  over. 

1*  dM  Fa*he!  Yedder  carry  his  vegetables  to  market? 

2.  What  crosses  the  fields  of  Holland  like  roadways? 

8.  What  do  the  canals  which  flow  through  the  town  make? 
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4.  What  did  the  twins  help  their  father  do? 

5.  With  what  vegetables  were  the  baskets  filled? 

6.  When  was  the  boat  loaded  for  market? 

7.  What  did  Mother  Vedder  make  for  supper? 

8.  What  tells  you  it  was  morning  when  they  started  for  market? 

9.  What  nodded  to  them  from  the  canal  bank? 

10.  Where  did  the  stork  have  her  nest? 

11.  Where  did  they  see  a  woman  washing  her  clothes? 

12.  What  was  the  captain’s  boat  like? 

13.  What  is  an  open  square  with  little  booths  and  stalls  about  it 

called? 

14.  Where  did  Father  Vedder  carry  his  vegetables  when  he  un¬ 

loaded  them  from  his  boat? 

15.  What  did  Kit  sell? 

16.  What  did  Kat  sell? 

17.  What  did  the  twins  buy  with  the  money  which  their  father 

gave  them? 


The  replies,  which  follow,  should  be  spaced  more  widely  on  typed 
cards,  cut  apart  and  filed  for  repeated  use  if  the  teacher  wishes  to  avoid 


uncontrolled  written  answers. 

Boat 

Water  streets 

Cabbages,  onions,  beets,  and 
carrots 

Buttermilk  porridge 
The  blossoms  of  the  flax 
flower 

A  floating  house 
To  a  booth  or  a  stall 
Ten  onions 
A  wagon 
Birds 


Canals 

Wash  the  vegetables  and 
load  the  boat 
Late  in  the  afternoon 
The  grass  was  all  shiny 
with  dew 
On  the  chimney 
In  the  canal 
Market  place 
A  cabbage 
St.  Nicholas  dolls 
In  a  tree 


Informal  Reading  Tests  for  the  Intermediate  Grades 

During  this  period,  informal  tests  should  frequently  require  the 
grasp  of  longer  units  of  meaning  than  the  sentence  or  paragraph. 
Pupils  should  be  asked  to  give  brief  oral  or  written  reports  or 
summaries  of  books  which  they  read  independently  .  On  books  of 
general  interest,  informal  class  tests  may  be  planned  to  cover  each 
chapter,  a  number  of  chapters,  or  the  whole  book.  Rate  tests  may 
be  combined  with  the  reading  of  such  books.  Children  who  do  poorly 
on  these  should  be  tested  mi  such  fundamental  aspects  of  reading 
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ability  as  perception  span,  rate  of  oral  reading,  breadth  of  vocabu- 
ary>  ability  to  recognize  and  differentiate  words,  rate  of  silent 
reading,  phrasing  (ability  to  break  up  paragraphs  or  sentences 
into  proper  meaningful  groups),  ability  to  follow  directions,  to 
reproduce  content,  and  to  answer  questions  upon  material  read. 
Both  informal  and  standardized  tests  may  be  used  for  this  purpose. 
Remedial  work  may  be  necessary  for  pupils  who  give  evidences  of 
deficiency  in  informal  and  standardized  tests. 

Because  extensive  silent  reading  of  easy  material  is  so  conducive 
to  the  elimination  of  evidences  of  immature  and  faulty  habits,  and 
because  the  early  part  of  this  period  is  a  transition  point  in  which 
a  variety  of  silent  reading  habits  should  begin  to  be  formed,  many 
informal  tests  should  be  used  to  make  sure  that  pupils  are  compre¬ 
hending  adequately  and  to  locate  causes  of  reading  difficulty. 
Checks  on  the  quality  of  silent  reading  eliminate  the  formal  oral 
recitation  at  this  point,  where  oral  reading  should  be  used  sparingly 

and  only  when  there  is  a  real  motive  and  a  genuine  audience  situa¬ 
tion. 

Suggestions  follow  for  carrying  out  seven  types  of  informal  tests 
pertinent  to  this  period. 

a.  Test  the  ability  to  anticipate  meaning.  Pupils  read  part  of  a 
story.  At  a  turning  point  in  the  plot  they  are  asked  to  stop  and  write 
down  possible  endings.  These  are  then  checked  with  the  real  ending 
m  a  group  discussion.  Or  the  teacher  reads  a  story  and  stops  at 
intervals  to  ask  a  question  concerning  portions  of  the  story  yet 
to  come.  The  pupils  write  their  answers. 

b.  Test  the  ability  to  locate  information.  This  test  is  given  with 
books  open.  The  pupils  may  respond  by  giving  the  three  opening 
words  of  the  paragraph  in  which  the  information  is  located,  or  by 
giving  the  page  or  paragraph  reference.  Thus  the  amount  of  copy¬ 
ing  and  writing  may  be  reduced.  Or  pupils  may  stand  when  they 
find  the  material  on  a  given  topic.  When  many  of  the  pupils  have  lo¬ 
cated  the  material,  the  information  may  be  worked  into  a  blackboard 
outline  before  the  next  topic  is  assigned.  Such  tests,  or  exercises,  are 
most  valuable  when  based  on  subjects  which  pupils  are  studying 
at  the  time.  The  questions  should  be  based  upon  a  use  of  the  index, 
appendix,  table  of  contents,  chapter  headings,  subtitles,  illustrations, 
maps,  tables,  footnotes,  and  cross  references.  Teachers  should  ah 
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ways  locate  the  information  themselves  while  planning  a  test  ©f 
this  sort,  so  that  they  may  realize  the  nature  of  the  difficulties  which 
the  pupils  are  likely  to  encounter.  The  test  may  necessitate  the  use 
of  more  than  one  book.  A  simple  assignment  is: 

Locate  information  on  these  topics: 

1.  Cotton-growing  countries. 

2.  Cotton-growing  states  of  our  country. 

3.  Size  of  United  States’  cotton  crop. 

4.  Size  of  world’s  cotton  crop. 

5.  Insects  which  harm  the  cotton  crop. 

6.  Places  where  long  staple  cotton  grows. 

7.  Cotton-seed  products. 

8.  Cotton  ports. 

9.  Cotton  mills. 

10.  Cotton  produce. 

c.  Test  the  ability  to  select  the  central  thought  or  main  idea  in 
each  of  series  of  'paragraphs.2 

1.  Read  the  following  paragraph  3  and  then  draw  a  line  under  the  two 
words  which  best  describe  what  this  paragraph  is  about: 

pouring  water  heating  stones  boiling  water  making  fire 

There  is  an  interesting  way  to  make  water  boil  for  the  cooking  of  food, 
which  is  in  use  among  many  savage  tribes  to-day.  They  fill  a  large  jar 
with  water.  Stones  are  then  heated  in  a  fire  and  dropped  into  this  jar. 
The  heat  which  they  give  off  makes  the  water  boil  and  cooks  the  food. 

2.  Draw  a  line  under  the  sentence  which  best  tells  what  the  whole 
paragraph  is  about: 

No  one  takes  better  care  of  his  dress  than  a  bird.  Every  day,  with 
mast  birds,  it  is  washed  and  carefully  dried.  Each  feather  is  passed 
through  the  bill  .  nd  the  whole  is  thoroughly  shaken  oat.  Besides  washing 
and  drying  the  feathers,  birds  need  oil  to  keep  them  in  good  condition. 
We  often  see  ducks  oiling  their  feathers  before  a  rain. 

3.  Read  the  paragraph  and  draw  a  line  under  the  words  which  will 
best  tell  how  to  keep  milk  sweet: 

take  it  on  a  trip  to  Italy 
boil  it 

keep  it  in  open  bottle 
bottle  it  with  great  care 
mix  it  with  water 


2  See  Smmid  Yearbook  of  Department  of  Elementcery-Sehool  Principals; 
N.  E.  A.  Illustrations  by  Elda  Merton,  pp.  348-9. 

3  This  and  the  following  five  paragraphs  were  prepared  by  Dorothy 
Van  Alstyne,  Teachers  College,  New  York  City. 
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Boston  doctoT  started  from  home  several  years  ago  for  a  trip  to 
Italy.  He  took  with  him  several  dozen  bottles  of  milk  and  opened  one 
every  eky  for  three  weeks.  The  last  bottle  opened  in  Italy  was  as  sweat 

iiv  vi  x.?-  Tlie  rea,son  was  that.  bacteria  in  the  air  could  not  get  b®  the 
BulaE.  N  o thing  was  done  to  the  milk  except  t#  bottle  it  with  great  earn. 

4.  Read  the  paragraph  and  then  draw  a  line  under  the  words  which 
best  tell  what  the  paragraph  is  about: 

Milk  is  a  valuable  food 
Milk  is  good  for  children 
Milk  contains  fat 
Milx  is  not  good  for  adults 

Milk  is  often  called  the  perfect  food  because  it  contains  all  the  things 
needed  by  the  body.  One  can  live  for  a  long  time  on  milk  alone.  This  is 
*2*.  “■"«  °1  any°ther  £ood-  is  a  valuable  food  for  all  persons,  and  one 
oi  tire  best  we  have  m  sickness ;  but  it  is  not  good  as  the  only  food  for 
healthy  adults  or  for  school  children. 


5.  Read  the  paragraph.  Then  draw  a  line  under  the  word 
how  the  little  dog  felt: 


winch  tells 


sad 


afraid 


lonely 


happy 


weary 


The  dog  ran  up  to  greet  a  man  as  he  came  up  the  path.  He  wagged  Ms 
tail  joyously  and  barked  in  short  excited  barks.  The  man  leaned  down 
and  patted  the  dog  on  the  head.  Then  he  rolled  up  the  paper  that  was 
under  his  arm  and  gave  it  to  him.  The  dog  ran  with  it  up  the  path 
toward  the  house,  his  tail  wagging  all  the  time. 


6.  Read  the  paragraph.  Draw  a  line  under  the  words  which  best  tell 
where  you  would  keep  a  growing  plant  in  winter: 

under  the  trees 
in  some  water 

in  a  temperature  below  42  degrees 
in  a  temperature  above  42  degrees 

All  plants  stop  growing  when  the  temperature  falls  below  42  degrees. 
They  begin  again  whenever  the  temperature  rises  above  42  degrees.  If* 
in  any  way,  we  could  in  the  winter  raise  the  temperature  above  42’ 
degrees  for  a  week  or  two,  the  buds  on  the  trees  would  begin  to  swell 
the  seeds  would  sprout  and  the  leaves  might  unfold. 

d.  Test  ability  to  organize  a  paragraph  by  supplying  a>  topiasl 
heading  and  outlining  the  supporting  details .4 

e.  Test  the  ability  to  recognize  equivalent  ideas  when  expressed 
in  altered  form  or  changed  wording,  or  to  detect  different  idem 
with  like  wording.  A  test  of  this  sort  selects  pupils  who  do  nut  as¬ 
similate  ideas,  but  merely  try  to  take  them  in  verbatim.  It  should 
be  based  on  content  material^  like  that  which  childuen  use  in  study 
periods. 

- -  ,  - 

4  For  illustrations  see  Elda  Merton  and  Ernest  Horn,  Second  Year¬ 
book,  Dept,  of  Elementary-School  Principals,  N.  E.  A.,  p.  359. 
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f»  Test  the  richness  of  a  pupil’s  vocabulary  of  meanings  and  his 
ability  to  distinguish  shades  of  meaning. 

Illustrations : 

1.  Write  words  which  describe  a  circus  parade,  an  accident. 

2.  Write  never  at  the  top  of  your  paper.  Write  always  at  the  bottom. 
What  words  would  you  put  between  the  always  and  never ?  Make  a  lad¬ 
der  of  words  which  leads  from  always  to  never.  You  may  have  two  min¬ 
utes  to  do  this. 

3.  Write  phrases  which  fit  between  the  following  extremes.  See  how 
many  you  can  write. 

exceedingly  small  exceptionally  large 

unusually  early  extremely  late 

somewhat  surprised  simply  astounded 

4.  Write  opposites  for  the  following  phrases: 

kind  and  obliging — 
exceedingly  fortunate — 
absolutely  harmless — 
in  festive  attire — 
without  fear — 

5.  Make  phrases  that  mean  about  the  same  as  those  in  4  above,  but 
use  different  words. 

g.  Discover  the  level  of  attention  at  which  pupils  are  working 
and  raise  the  level  of  attention.  Give  an  assignment  and  let  children 
work  for  a  given  time.  Collect  papers.  Tell  them  that  you  wonder 
whether  they  can  do  better.  Tell  them  to  try  the  same  task  again 
and  say  that,  if  the  second  set  of  papers  is  very  much  better  than 
the  first  as  a  whole,  they  may  have  a  certain  privilege.  Give  the 
same  time  limit  and  note  improved  quality  of  work  and  improved 
attention.  Give  no  help  during  the  test.  Report  to  pupils  as  soon 
after  such  a  test  as  possible  and  keep  faith  with  them.  Suggest 
that  those  who  made  greatest  improvement  work  at  that  level  of 
attention  more  often,  but  commend  those  who  did  well  on  the  first 
trial. 

Informal  Tests  of  Specific  Reading  Habits  of  the  Work  Type 

A  great  deal  of  the  purely  recreational  reading  may  well  be  done 
independently  and  at  home;  the  time  for  reading  may  then  be 
reduced  and  informal  tests  may  be  used  to  develop  effective*  study 
technique  and  procedures  with  the  informational  material  of  other 
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school  subjects.  Where  departmental  organization  is  maintained, 
such  work  should  be  done  in  co-operation  with  special  teachers. 

a.  Test  ability  to  read  arithmetic  problem  material  and  give 
significant  words  due  consideration.  Illustrative  material  follows 
that  has  been  prepared  by  Miss  Clara  Wills,  Gallatin,  Missouri. 

General  directions 

1.  Have  as  many  pairs  of  exercises  as  there  are  pupils  in  the  class. 

2.  Give  each  pupil  one  pair  with  the  following  instructions  either  on  a 
paper  or  written  on  board. 

a.  Have  sheet  of  paper  ready. 

b.  Place  name  on  paper. 

c.  Read  the  problems  through. 

d.  State  clearly  in  a  sentence  each  difference  you  find  between  the 

problems. 

e.  Number  your  answer  to  match  the  paper. 

3.  Have  pupils  exchange  problem  slips  and  work  another  pair  of 
exercises. 

4.  Have  pupils  work  in  pairs,  compare,  and  read  exercises  again  for 
verification. 

I 

1.  Grace  promised  to  pick  80  quarts  of  blueberries  for  her  mother.  She 
has  picked  18 y2  quarts.  How  many  more  quarts  must  she  pick? 

2.  Grace  promised  to  pick  30  quarts  of  blueberries  for  her  mother.  She 
has  18j4  quarts  more  to  pick.  How  many  has  she  picked? 


II 

1.  If  a  gallon  of  paint  is  enough  for  160  square  feet,  how  many  gal¬ 
lons  will  be  required  to  paint  both  sides  of  a  board  fence  4  feet  high  and 
260  feet  long? 

2.  If  a  gallon  of  paint  is  enough  for  160  square  feet,  how  many  gal¬ 
lons  will  be  required  to  paint  one  side  of  a  fence  4  feet  high  and  260 
feet  long? 


Ill 

1.  Helen  promised  to  read  a  book  of  150  pages  on  gardening.  She  has 
read  45  pages.  How  long  will  it  take  her  to  read  the  rest  if  she  reads 
fifteen  pages  an  hour? 


I  of'  HeIen  Promised  to  read  a  book  of  150  pages  on  gardening.  She  has 
105  pages  more  to  read.  How  long  has  she  read  If  she  reads  15  pages  an 
hour? 


THE  TWENTY-FOURTH  YEARBOOK: 


IV 

1.  George  has  $50  in  the  savings  bask.  The  bank  pays  him  4%  a  year 
for  the  use  of  his  money.  How  much  does  he  get  a  year  for  the  use  of  his 
money? 

2.  George  has  $50  in  the  savings  bank.  The  bank  pays  him  4%  a  year 
for  the  use  of  his  money.  How  much  does  he  get  in  three  years  for  the 
use  of  his  money? 

b.  Check  eomprehension  of  maps  and  related  reading  matter. 
An  exercise  based  on  the  use  of  an  outline  map  of  New  York  and 
another  based  on  the  use  of  an  outline  map  of  South  America  will 
afford  illustrations. 

The  teacher  gives  each  pupil  an  outline  map  of  New  York  State. 
Brigham’s  From  Trail  to  Railway,  ch.  V,  is  available  for  reference. 

Blackboard  directions  are  as  follows: 

I 

1.  Put  in  names  of  two  lakes. 

2.  Show  the  Hudson  River  by  a  line. 

8.  Put  in  Clinton’s  Ditch,  using  dash-dot  line. 

4.  Put  a  “dot”  and  letter  “G”  for  the  city  that  is  the  gateway  to 

the  east  and  west. 

5.  Put  in  a  star  to  show  where  the  city  is  from  which  Clinton’s 

first  train  started. 

6.  Draw  a  line  from  the  star  showing  which  way  the  train  went 

and  about  how  far. 

7.  Put  in  initial  of  city  at  end  of  that  line. 

8.  Draw  a  line  with  a  dot  at  each  end  showing  another  railroad 

which  was  built  near  Clinton’s  Ditch  later. 

9.  Draw  in  a  heavy  line  where  the  New  York  Central  now  runs. 

10.  Show  with  the  letter  “W”  and  a  dot  where  Washington’s  head¬ 
quarters  were  during  the  Revolutionary  War. 

1L  Show  what  the  New  York  Central  did  when  they  found  they 
needed  more  tracks  and  found  there  wasn’t  any  room  be¬ 
side  their  tracks  along  the  Hudson. 

After  the  children  finish  this  work,  the  teacher  tells  them  that  if  they 
are  satisfied  with  their  papers  they  may  hand  them  in.  If  not,  they  may 
make  another  effort,  using  their  books.  The  first  trial  receives  double 
credit,  while  the  second  receives  half  as  much.  This  is  an  incentive  to 
do  the  thing  right  the  first  time.  The  children  who  make  a  second  paper 
are  asked  to  write  a  big  “two”  at  the  top  of  the  second  paper  and  hand 
In  both  papers. 


READING  TESTS 


259 


II  B 

Carpenter’s  South  America,  Ch.  22,  is  given  for  silent  reading  in  class. 
At  the  end  of  six  minutes,  pupils  are  asked  to  mark  the  place  where 
they  stopped  reading. 

Outline  maps  of  South  America,  with  the  boundary  of  Argentina  and 
neighboring  countries  indicated,  are  then  given  the  children  with  the 
accompanying  directions : 

1.  Write  the  name  of  the  country  we  are  visiting  on  the  line 

under  the  map. 

2.  Draw  a  circle  around  the  part  of  Argentina  we  will  pass 

through  first. 

8.  Put  a  large  S  where  you  will  find  sugar  cane  growing. 

4.  Put  a  D  where  the  land  is  almost  a  desert. 

5.  Put  a  W  where  wheat  is  grown. 

6.  Write  the  word,  Andes,  where  you  would  expect  to  see  these 

mountains. 

7.  Draw  an  arrow  to  show  in  which  part  of  Argentina  her  immi¬ 

grants  would  arrive. 

8.  Draw  a  line  showing  our  trip  from  our  starting  point  to  our 

stop  to  visit  the  Welsh  shepherds. 

9.  Draw  a  line  under  the  name  of  the  chief  port  on  the  Atlantic 

coast. 

10.  Put  a  star  (*)  where  Buenos  Aires  is  located. 

11.  Draw  a  double  line  to  show  the  completed  part  of  the  railroad 

through  Patagonia  and  a  single  line  to  show  how  this  road 

will  finally  be  extended. 

d.  Detect  careless  readers  and  show  them  the  need  for  careful 
reading  of  informational  material.  The  following  material,  con¬ 
tributed  by  W.  J.  Osburn,  is  intended  for  use  with  high-school 
classes. 

Great  Britain 

During  the  nineteenth  century  Great  Britain  did  not  experience  any 
of  the  sudden  revolutions  which  appeared  in  nearly  every  other  country 
of  Europe.  For  centuries,  England,  Scotland,  and  Ireland  had  possessed 
representative  institutions.  When  reforms  were  needed,  they  were 
adopted  gradually,  by  the  natural  process  of  law  making,  instead  of 
resulting  from  rebellion  and  revolt.  In  this  way  Great  Britain  had  been 
changed  from  an  aristocratic  government  to  one  founded  on  democratic 
prineiples.  By  1884  the  suffrage  was  nearly  as  extensive  as  in  the  United 
States.  Parliament  became  as  truly  representative  of  the  people’s  will 
as  our  American  Congress.  Far-reaching  social  reforms  were  adapted 
which  advanced  the  general  welfare. 


5  Prepared  by  Marene  W.  Snow. 
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Great  Britain  was  the  first  nation  to  experience  the  advantages  and 
disadvantages  of  the  new  age  of  coal  and  iron,  and  the  new  methods  of 
factory  production.  Her  wealth  and  commerce  grew  at  a  rapid  rate,  and 
she  invested  her  profits  in  enterprises  in  many  parts  of  the  world.  The 
factory  system  drew  so  many  workers  from  the  farms  that  Great  Britain 
no  longer  raised  sufficient  food  for  her  population.  She  became  dependent 
upon  the  United  States,  Australia,  South  America,  and  other  lands  for 
wheat,  meat,  and  other  necessaries  of  life.  Her  merchant  vessels  were  to 
be  found  in  all  parts  of  the  world;  and  her  navy  was  increased  from 
year  to  year  to  protect  her  commerce  and  colonies.  From  now  on  it  be¬ 
came  evident  that  England’s  existence  depended  upon  her  ships.  If  in 
time  of  war  she  lost  control  of  the  seas  the  enemy  could  starve  her  into 
submission.  Hence  during  the  nineteenth  century  Great  Britain’s  policy 
was  to  maintain  a  fleet  stronger  than  that  of  any  possible  combination 
against  her.  (From  “School  History  of  the  Great  War,”  page  21.) 

Questions 

1.  Did  Great  Britain  experience  any  sudden  revolution  during  the 
19th  century? 

Yes  No  Didn’t  say 

2.  Was  most  of  Europe  at  war  during  this  century? 

Yes  No  Didn’t  say 

3.  Were  reforms  adopted  slowly  in  Ireland  at  this  time? 

Yes  No  Didn’t  say 

4.  Was  the  United  States  at  war  during  this  period  ? 

Yes  No  Didn’t  say 

5.  Were  far-reaehing  social  reforms  adopted? 

Yes  No  Didn’t  say 

6.  Was  the  new  age  of  coal  and  iron  entirely  advantageous  to  Great 
Britain? 

Yes  No  Didn’t  say 

7.  Was  Great  Britain  now  able  to  pay  all  of  her  national  debt? 

Yes  No  Didn’t  say 

8.  Did  Great  Britain  raise  sufficient  food  for  her  people  after  this 

period? 

Yes  No  Didn’t  say 

9.  Does  existence  depend  upon  her  factories? 

Yes  No  Didn’t  say 

10.  Does  it  say  that  an  enemy  might  starve  Great  Britain  into  sub¬ 
mission? 

Yes  No  Didn’t  say 

Explain  to  the  pupils  that  the  answer  to  each  question  is  either  “yes,” 
or  “no,”  or  “didn’t  say,”  and  ask  them  to  draw  a  line  under  the  answer 
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which  seems  to  them  to  be  the  correct  one.  It  is  intended  that  the  pupils 
shall  answer  the  questions  with  their  books  open.  They  may  read  the 
selection  over  again  if  necessary  in  order  to  decide  on  the  correct  answer. 

The  Advantages  op  Informal  Tests 

There  are  numerous  advantages  to  be  derived  from  the  frequent 
use  of  informal  or  unstandardized  tests.  These  advantages  are  such 
that  the  informal  tests  serve  certain  purposes  which  standardized 
tests  cannot  serve. 

Informal  comprehension  tests  are  useful  as  an  index  and  a  guar¬ 
antee  of  mental  activity  on  the  part  of  all  pupils  during  silent  work- 
type  reading.  When  carefully  planned  and  based  on  current  class 
readings,  they  enable  the  teacher  to  ascertain  quickly  which  points 
are  clear  and  which  ones  need  clarification  by  group  discussion, 
explanation,  vocabulary  work,  or  re-reading.  Their  use  is  conducive 
to  the  formation  of  habits  of  thoughtful  reading. 

By  study  of  the  results  of  such  tests  teacher  and  pupil  become 
aware  of  the  nature  of  specific  difficulties.  Thus,  informal  tests  fur¬ 
nish  data  which  are  of  use  in  the  organization  of  flexible  groups 
for  training  lessons  to  meet  individual  differences  for  which  provi¬ 
sion  must  be  made.  They  also  make  it  possible  to  chart  measure¬ 
ments  taken  at  brief  intervals  to  show  pupils  their  own  progress. 
Such  graphic  records  are  a  stimulus  to  effort  and  supply  an 
objective  basis  for  school  marks. 

By  the  use  of  informal  tests  it  is  possible  to  hold  all  pupils  ac¬ 
countable  for  the  comprehension  of  assigned  readings  without  neces¬ 
sitating  the  uneconomical  expenditure  of  time  for  oral  questioning. 
The  volunteer  responses  received  always  allow  some  pupils  to  evade 
responsibility  in  part  or  entirely. 

If  each  informal  test  is  framed  in  the  light  of  the  objectives  or 
purposes  which  determined  the  reading,  teachers  may  ascertain  to 
what  extent  the  objectives  of  assigned  study  were  attained.  They 
may  also  judge  the  significance  or  fairness  of  their  assignments 
and  the  comparative  difficulty  of  subject  matter.  There  is  every 
reason  to  believe  that  some  tests  are  in  themselves  valuable  reading 
and  learning  experiences.  By  their  use  much  time  otherwise  devoted 
to  formal  training  or  recitation  may  be  legitimately  saved  for  real 
socialized  experiences  in  extensive  reading  or  other  worthwhile 
activities. 
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Informal  tests  permit  greater  freedom  in  the  choice  of  reading 
matter.  If  tests  or  checks  are  at  hand,  it  is  not  necessary  for  all 
pupils  to  read  the  same  thing.  Each  can  be  tested  on  what  he  has 
read. 

Numerous  informal  tests  may  be  arranged  to  cover  a  wide  range 
of  objectives.  Teachers  may  thus  be  led  to  test  for  some  of  the 
significant  aims  and  values  not  included  in  standardized  reading 
tests.  It  should  be  noted  that  the  prime  purpose  of  informal  tests 
is  emphatically  not  to  prepare  or  coach  children  for  standardized 
tests.  This  statement  is  made  because  of  the  erroneous  notion  that 
standardized  tests  are  formidable  and  that  it  is  legitimate  to  pre¬ 
pare  for  them  as  for  old  type  examinations.  When  used  after  such 
preparatory  coaching,  comparison  with  norms  obviously  loses  all 
significance. 


Criteria  That  Informal  Tests  Should  Satisfy 

1.  It  is  absolutely  essential  that  informal  tests  be  more  than  silent 
reading  devices.  They  should  be  carefully  planned  with  reference  to 
a  broad  range  of  aims  and  objectives,  because  the  types  of  tests  and 
responses  required  condition  the  character  of  the  pupil’s  mental 
activity  and  quality  of  attention.  Informal  tests  should  be  varied 
enough  to  guard  against  narrow  aims  or  the  over-emphasis  of 
certain  types  of  reading  experiences  at  the  expense  of  others. 

2.  Informal  tests  should,  whenever  possible,  be  based  on  signifi¬ 
cant,  worthwhile  reading  matter.  Tests  based  on  unrelated  sentences, 
and  containing  irrelevant  and  arbitrary  directions,  are  not  suitable 
vehicles  of  instruction.  The  effects  of  training  based  on  such 
exercises  are  not  so  likely  to  spread  or  transfer  that  they  warrant 
great  expenditures  of  time  or  effort.  It  is  far  more  economical  to 
base  informal  tests  on  what  children  read,  than  to  frame  paragraphs 
or  set  up  sentences  in  order  to  base  tests  or  questions  upon  them. 

3.  The  technique  of  informal  tests  should  be  simple  and  easily 
explained  to  pupils.  Whenever  possible,  the  technique  should  be  self- 
explanatory,  in  order  that  there  b.e  the  least  possible  expenditure 
of  time  in  explanation  of  procedure  and  that  there  be  the  least 
possible  liability  of  confusing  the  pupils.  The  responses  should  be 
well  within  the  maturity  and  abilities  of  the  pupils  and  should  not 
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necessitate  undue  effort  or  time  either  on  their  part  or  that  of  the 
teacher. 

4.  Whenever  possible,  the  test  itself  should  be  a  learning  expe¬ 
rience  in  which  every  pupil  is  thrown  on  his  own  responsibility. 
e  5.  The  scoring  should  be  so  objective  that  the  pu-il  realizes  the 
fairness  of  the  test  and  can  almost  always  score  his  own  work  or 
that  of  other  pupils  by  reference  to  a  key. 

6.  The  pupil  should  be  made  aware  of  the  purpose  of  each  test, 
of  the  significance  of  his  success  or  failure,  and  in  the  latter  case, 
of  some  means  of  improving  his  powers. 

7.  Success  in  tests  should  give  pupils  satisfaction  and  be  rewarded 
by  other  reading  privileges  and  responsibilities. 

8.  Tests  should  be  framed  and  conducted  to  avoid  temptations  to 
copy,  to  guess,  or  to  resort  to  other  irrelevant  cues. 

9.  The  nature  of  each  test  should  be  adapted  to  the  reading 
matter  on  which  it  is  based.  Questions  of  fact  and  analysis  are 
inappropriately  used  with  literary  material.®  Where  appreciation  is 
the  desired  end,  such  tests  are  not  in  place.  Comprehension  of 
sequence,  of  plot,  or  of  total  meaning  cannot  be  tested  or  developed 
by  means  of  questions  that  dwell  on  insignificant  detail.  Thus, 
tests  must  ascertain  whether  pupils  are  reading  with  the  mind-set 
appropriate  to  the  specific  material. 

Teachers  May  Profitably  Conduct  and  Use  Informal  Tests 

From  the  criteria  just  listed  and  the  illustrations  which  appear 
in  this  chapter,  teachers  who  wish  to  construct  informal  tests  may 
see  what  types  of  response  and  reactions  are  economical  and  ap¬ 
propriate.  Adaptations  of  these  techniques  and  procedures  to  other 
materials  will  serve  the  same  purpose  only  when  that  purpose  is 
clearly  grasped  and  embodied  in  the  adaptation.  The  illustrations 
also  shew  that  tests  may  be  so  made  that  searing  is  easy  and  rapid. 
In  many  cases  pupils  profit  by  exchanging  papers  or  scoring  their 
own  work  under  supervision.  Scoring  forms  or  answer  sheets 
should  be  filed  for  future  use. 

Periodic  informal  tests  need  not  increase  the  burden  of  instruc¬ 
tion.  On  the  contrary,  experiment  shows  that  they  actually  simplify 
the  teacher’s  problem  and  increase  the  effectiveness  of  instruction 


8  See  Chapter  IV. 
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in  a  way  which  saves  time,  otherwise  spent  in  recitation,  for  the 
unhampered  enjoyment  of  extensive  reading,  dramatic  expression, 
real  discussion,  and  audience  reading.  In  order  to  function  in  this 
way,  informal  tests  must  be  an  organic  and  vital  part  of  the  read¬ 
ing  program. 

Certain  types  of  informal  reading  tests  are  now  purchasable. 
Some  of  the  newer  reading  books  contain  informal  tests  on  content 
material,  or  checks  on  comprehension. 

A  progressive  reading  program  is  so  broad  and  its  aims  are  so 
diverse  in  nature,  that  attainment  must  be  studied  with  reference 
to  numerous  specific  objectives.  Only  thus  can  individual  and  group 
needs  be  revealed  and  served  effectively.  Constant  study  of  pupil 
progress  is  the  essential  function  of  the  teacher.  A  regular  checking 
on  a  well  selected  range  of  objectives  would  do  much  to  reduce  over¬ 
emphasis  on  narrow  aims  or  the  uncritical  adoption  of  ready-made 
‘methods’  or  ‘devices.’  Undue  use  of  devices  unrelated  to  sound 
aims  and  principles  of  procedure  too  often  results  in  superficial 
work  and  reduced  learning  values.  Variations  in  test  procedure 
have  been  presented  purposely  to  show  how  some  purposes  may  be 
served  in  more  than  one  way  and  to  emphasize  the  subordination 
of  the  means  to  the  end,  and  the  subordination  of  testing  to  sound 
and  inclusive  aims.  The  informal  tests  in  this  report  have  been 
selected  for  their  illustrative  value.  They  must  be  studied,  not  as 
models,  but  as  suggestions  for  constructive  work  along  similar  lines. 
The  teacher  will  find  further  help  in  the  references  cited  at  the 
end  of  this  chapter. 

B.  STANDARDIZED  READING  TESTS 

Those  who  are  seriously  concerned  with  the  improvement  of  in¬ 
struction  in  reading  eannot  fail  to  realize  the  need  for  some  tests 
or  measures  by  means  of  which  the  reading  abilities  of  pupils  in 
particular  situations  ean  be  compared  with  those  of  unseleeted 
groups.  When  such  comparisons  are  to  be  made,  it  is  essential  that 
the  tests  or  measures  be  so  prepared  that  they  may  be  given  later 
and  elsewhere  under  identical  conditions  and  scored  in  exactly  the 
same  manner.  The  process  by  means  of  which  tests  are  made  ac¬ 
ceptable  for  sueh  use  is  ealled  standardization.  The  process  of 
standardization  reduces  to  a  minimum  those  factors  which  would 


READING  TESTS 


265 


make  comparisons  unfair  or  unreliable.  Teachers  and  lay  critics 
sometimes  do  not  realize  the  necessity  of  holding  to  standardized 
directions  for  giving  and  scoring  the  tests  and  therefore  take 
liberties  with  procedures  which  they  consider  unnecessarily  didactic 
or  otherwise  poorly  adapted  to  given  situations.  Even  when  made 
with  the  best  intent,  such  variations  vitiate  the  value  of  compari¬ 
sons  and  invalidate  conclusions  based  on  the  test  results. 

Teachers  and  pupils  should  come  to  think  of  standardized  tests 
as  impersonally  as  one  thinks  of  measurements  of  height.  Admin¬ 
istrators  can  do  much  to  foster  this  attitude  and  are  perhaps  some¬ 
what  responsible  for  the  attitude  of  anxiety  which  causes  teachers 
and  pupils  to  react  unfavorably  to  tests.  The  interpretation  of 
standard  test  results  requires  not  only  tact,  but  also  insight  into 
the  limitations  of  a  single  measurement.  Neither  the  pupils’  progress 
nor  the  teacher’s  efficiency  can  be  fairly  judged  by  one  test  un¬ 
supported  by  other  data.  Furthermore,  many  of  the  significant  out¬ 
comes  of  instruction  are  not  measured  by  existing  tests.  Supervi¬ 
sion  which  depends  too  largely  on  test  results,  skews  teachers  to 
an  over-emphasis  on  the  narrow  range  of  objectives  represented  in 
the  tests.  Nevertheless,  when  properly  used,  interpreted  and  supple¬ 
mented  with  other  information,  standard  tests  are  exceedingly 
valuable. 

Bases  of  Test  Selection 

Other  things  being  equal,  cost  may  well  be  the  determining  factor 
in  the  selection  of  reading  tests.  But  other  things  are  seldom  equal 
and  value  is  not  always  highly  correlated  with  actual  cost.  The  fol¬ 
lowing  factors  should  be  considered  in  the  selection  of  standardized 
reading  tests: 

h  The  test  should  be  a  valid  measure  of  some  significant  type  or 
aspeet  of  reading  ability. 

2.  If  a  test  measures  only  one  aspect  or  type  of  reading  ability 

it  should  be  supplemented  with  another  reading  test  which  measured 
another  aspect. 

3.  The  test  should  be  available  in  at  least  two  so-called  equivalent 
forms,  in  order  that  re-tests  may  be  given  at  appropriate  intervals 
without  reducing  their  significance  by  practice  effect. 

4.  The  reliability  of  the  test  and  the  derivation  of  norms  should 
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be  considered.  These  are  usually  reported  in  the  manual  of  direc¬ 
tions. 

6.  The  norms  should  be  sufficiently  precise  to  be  of  value  in  inter¬ 
preting'  individual  scores  and  should  be  stated  in  a  form  which  per¬ 
mits  comparison  with  other  reading  tests,  subject  tests,  and  meas¬ 
urements  of  pupil  capacities. 

6.  The  standardized  directions  for  giving  and  scoring  the  test 
should  be  definite,  easy  to  fellow,  and  economical  of  time  and  effort. 


Carrying  Out  a  Testing  Program 

In  giving  standardized  reading  tests  the  following  considera¬ 
tions  should  be  taken  into  account: 

1.  Teachers  should  be  informed  of  the  proposed  testing  program 
and  of  the  conditions  upon  which  its  success  depends. 

2.  Standardized  directions  should  be  followed  in  detail. 

3.  If  the  tests  are  given  twice  a  year,  in  October  and  May,  the 
attitude  and  work  of  teachers  is  improved.  The  teacher  who  has  a 
class  which  scores  low  in  October,  has  an  opportunity  to  show  her 
effectiveness  by  the  growth  record  rather  than  by  the  test  scores 
themselves. 

4.  A  testing  program  should  be  followed  by  a  report  to  pupils 
and  teachers. 

5.  When  test  results  have  been  reported,  teachers  and  pupils 
should  receive  practical  help  and  suggestions  by  means  of  which 
improvement  may  be  secured. 

6.  Problem  cases  should  be  studied  by  means  of  additional  tests, 
diagnosis,  and  remedial  work. 

7.  The  test  scores  should  be  considered  in  reorganizing  the  classes 
and  forming  flexible  groups  for  reading  purposes. 

8.  Other  factors  not  measured  in  standardized  tests  should  not  be 
neglected  in  a  sound  and  inclusive  teaching  program  and  in  the 
evaluation  of  results.  Literary  appreciation,  dramatization,  and  love 
of  reading  are  not  so  easily  measured,  but  are  nevertheless 
significant.  Standardized  tests  do  not  pretend  to  be  inclusive  meas¬ 
ures  of  all  reading  values. 

9.  Children  of  low  intelligence  cannot  be  expected  to  do  as  well 
as  brighter  children.  Similarly,  children  with  language  handicaps 
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aise  often  retarded  in  reading.  Intelligence  data  and  oi&er  pertinent 
facts  are  essential  for  the  valid  interpretation  of  test  results. 

10.  Available  norms  are  based  on  the  average  results  ©f  prevailing 
practice,  and  it  is  Quite  possible  that  such  norms  "will  move  upward 
as  revised  aims,  scientific  methods,  and  appropriate  materials  make 
themselves  felt. 

11.  Because  norms  are  merely  measures  of  the  average  achieve¬ 
ment  of  unselected  groups,  they  should  be  used  as  reference  points 
rather  than  as  aims  or  standards. 

A  Chart  of  Standard  Reading  Tests 

For  ready  reference  there  has  been  brought  together  in  chart 
form  information  concerning  the  principal  standardized  reading 
tests.7  The  chart  shows  for  each  test  (1)  the  name  of  the  test  and 
its  compiler,  (2)  the  name  and  address  of  its  publisher,  (3)  the 
grades  for  which  it  is  designed,  (4)  the  number  of  forms  avail¬ 
able,  (5)  the  general  nature  of  the  test,  (6)  the  kind  of  norms 
supplied,  and  (7)  the  method  by  which  the  results  are  interpreted. 


7  Some  of  the  earlier  tests  are  omitted,  but  the  reader  will  find  descrip¬ 
tions  of  them  in  the  Eighteenth  Yearbook  of  this  Society,  Part  II,  pp. 
45-49. 

Furthermore,  for  eertain  experimental  and  diagnostic  purposes  other 
tests  will  be  found  useful.  Among  these  may  be  mentioned:  Gates’  Word 
Pronunciation  Test  (Teaehers  College,  Columbia  University) ;  Holley’s 
Sentence  Vocabulary  Test  (University  of  Illinois) ;  Pressey’s  Attain¬ 
ment  Tests — reading  (Indiana  University);  Thorndike’s  Visual  Vocabu¬ 
lary  Test  (Teachers  College,  Columbia  University);  Woody’s  Silent 
Reading  Test  (University  of  Michigan). 
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CHAPTER  X 

DIAGNOSIS  AND  REMEDIAL  WORK 


Current  misconceptions.  There  are  several  conceptions  of  diag¬ 
nosis  and  remedial  work  in  reading,  and  because  of  current  miscon¬ 
ceptions  and  confusions  regarding  it,  these  are  enumerated. 

1*  Some  workers  and  writers  have  considered  the  problem  from 
the  standpoint  of  survey  results.  Standardized  reading  tests  are 
given  to  all  the  children  of  a  school  system.  Papers  are  scored  and 
results  tabulated.  Conclusions  as  to  reading  status  are  drawn  from 
a  study  of  scores  and  tabulations.  If  certain  schools  rank  low  in 
comprehension  or  rate  according  to  medians  or  other  measures  of 
central  tendency,  the  findings  of  the  test  may  lead  to  a  campaign 
which  has  as  its  objective  the  general  improvement  of  rate  of  com¬ 
prehension  in  a  whole  system  or  in  the  schools  or  classes  which 
made  poor  showings  in  survey  tests.  This  procedure  has  distinct 
limitations.  It  assumes  that  the  first  step  is  a  complete  program.  It 
assumes  that  “booster”  campaign  methods  are  legitimate  substi¬ 
tutes  for  programs  which  proceed  from  an  analysis  of  the  situation 
and  direct  efforts  to  discover  and  remove  causes  of  difficulty. 

2.  Expositors  of  a  second  conception  of  diagnosis  and  remedial 
work  use  standardized  reading  tests  in  another  way.  The  actual 
responses  of  pupils  are  analyzed  and  tabulated.  Some  inquiry  is 
made  into  the  nature  of  the  difficulty  which  causes  failure  on  each 
specific  question.  Corrective  practice  is  suggested  to  teachers  and 
pupils  on  the  basis  of  such  test  data,  but  no  other  factors  are  taken 
into  account.  Classes  are  sometimes  divided  into  groups  with  sup¬ 
posedly  similar  needs  for  remedial  work. 

Few  standardized  tests,  however,  are  suitable  instruments  for 
diagnostic  analysis.  Even  the  Gray  Oral  Test,  which  is  the  most 
analytical  of  this  group  (standardized  reading  tests)  cannot  b@  used 
as  a  complete  source  of  data  for  diagnostic  and  remedial  work. 
Measures  of  “general  reading  ability”  are  not  primarily  diagnostic 
instruments  and  were  never  intended  to  be  so  used. 

3.  A  third  position  is  taken  by  those  who  avail  themselves  of 
standardized  group  and  individual  reading  tests,  but  supplement 
such  case  data  with  information  on  educational  history,  intelligence, 
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nationality,  reading  habits,  extent  of  reading  experience,  physical 
condition,  attitudes,  and  class  work.  Diagnostic  inferences  are  drawn 
from  careful  analysis  and  interpretation  of  all  available  data.  Reme¬ 
dial  work  is  based  on  the  writings  of  experimental  workers  who  have 
reported  on  their  procedure  with  similar  cases. 

4.  Some  practical  workers  contend  that  diagnosis  is  a  laboratory 
affair  and  that  remedial  work  is  out  of  the  question  in  typical  school 
situations.  This  extreme  position  cannot  be  maintained  in  view  of 
published  reports  of  successful  remedial  work  accomplished  under 
typical  school  conditions.1 

There  is,  of  course,  room  and  need  for  more  refined  laboratory 
procedures,  cumulative  records  of  case  studies,  and  careful  analysis 
of  the  complex  of  traits  and  abilities  which  contribute  to  success  or 
failure  in  reading  and  we  must  look  to  such  work  for  the  further 
validation  of  new  procedures  and  a  basis  for  generalizations  on 
diagnosis  and  remedial  work.  But  this  is  primarily  the  function  and 
responsibility  of  investigators  and  research  workers. 

Practical  Suggestions 

The  objective  of  remedial  work  is  removal  of  deficiency  and,  while 
a  broadside  attaek  on  the  total  situation  may  raise  the  level  of  at¬ 
tainment  in  a  school  system,  it  does  least  for  those  who  are  most 
in  need  and  thus  misses  its  real  point  and  purpose.  There  must  be 
some  analysis  into  the  particular  causes  of  deficiency  if  remedial 
work  is  to  be  highly  effective.  1 * * * * * 

It  is  the  purpose  of  this  chapter  to  bring  together  suggestions 
from  reported  studies  in  a  form  which  will  facilitate  ready  refer¬ 
ence  and  encourage  teachers  to  make  a  systematic  attack  on  the 
problem  eases  in  their  own  classes.  The  proposals  in  this  report  are, 
therefore,  purposely  limited  to  plans  which  are  practicable  under 
classroom  conditions. 
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1  Geiger,  R.  “A  study  in  reading  diagnosis,’ 

Research,  9  (November,  1923),  pp.  283-300. 

Waldman,  Bessie  L.  “Definite  improvement  in  reading  abilitv  in  a 

fourth-grade  class.”  Elementary  School  Journal,  21  (December  loom 

pp.  273-280.  v  utir, 

Zirbes,  Laura.  “Diagnostic  measurements  as  a  basis  for  procedure.” 

Elementary  School  Joum<  ,  18  (March,  1918),  pp.  505-612. 
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Steps  Which  Characterize  Well  Conceived  Work  with  Remedial  Cases 

in  Classrooms 

1.  Discovery  of  deficiency  in  the  course  of  classroom  activities. 

2.  More  intensive  observation  and  study  of  the  exact  nature  of 
difficulties  encountered  in  regular  class  work. 

3.  Individual  examination  by  means  of  personal  interview  and 
selected  standardized  and  informal  tests  with  a  view  to  revealing 
fundamental  attitudes  and  causes  of  deficiency. 

4.  Formulation  of  specific  remedial  measures  which  attack  the 

cause  of  deficiency.  >  ' 

5.  Initiation  of  regular  remedial  work  in  a  manner  to  enlist  pupil 
co-operation  and  effort. 

6.  Measurement  with  records,  notes  on  pupil  reactions,  and  study 
of  progress. 

7.  Adjustment  of  work  to  changing  needs  until  deficiency  is 
removed. 

A  Chart  for  Guidance  in  Diagnostic  and  Remedial  Work 

To  facilitate  these  steps,  the  following  chart,  or  tabular  analysis, 
is  provided.  The  items  were  gathered  from  published  and  unpub¬ 
lished  case  records  and  diagnostic  studies  listed  at  the  end  of  the 
chapter.  Successful  remedial  work  depends  on  accurate  diagnosis 
and  well  organized  remedial  work  suited  to  specific  needs.  The  reme¬ 
dial  suggestions  here  made  have  all  been  found  effective  with  one 
or  more  cases.  Almost  all  of  them  were  formulated  for  experimental 
purposes.  Their  general  validity  is  still  to  be  determined  by  experi¬ 
ments  in  which  they  are  given  wider  application.  With  such  reserva¬ 
tions  the  chart  is  submitted  for  use  in  practical  situations  where 
access  to  sources  is  not  feasible. 

How  to  use  the  chart.  When  in  search  for  ways  and  means  for 
dealing  with  a  given  remedial  case,  look  down  the  Column  I,  headed 
“Evidences  of  Deficiency,”  for  items  which  apply  to  the  case  in  ques¬ 
tion.  Then  read  across  the  summary  to  get  diagnostic  inferences 
(Column  II)  and  specific  remedial  suggestions  (Column  III).  Then 
formulate  practice  materials  in  line  with  the  particular  proposals  in 
Column  III.  When  cases  exhibit  a  combination  of  deficiencies,  attack 
fundamental  difficulties  first  or  combine  remedial  suggestions  into 
a  working  plan.  When  a  number  of  children  have  similar  difficulties, 
plan  the  remedial  practice  as  group  work. 


TABULAR  ANALYSIS  OF  SUGGESTIONS  ON  DIAGNOSIS  AND  REMEDIAL  WORK 

A  Chart  for  Classroom  Use 

(Directions  for  the  use  of  this  chart  are  on  the  preceding  page.) 
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Failure  to  recognize  relevant  mate-  Failure  to  proceed  in  the  light  of  a  Unless  caused  by  lack  of  mental 

rial  or  equivalent  ideas.  purpose  and  to  hold  a  given  mind-  capacity,  training  should  remove 

set  while  reading  in  search  of  a  marked  deficiency, 
given  idea  or  set  of  meanings. 
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Recommendations 

Remedial  work  is  most  effective  when  deficiencies  are  not  of  long 
standing.  It  is,  therefore,  important  to  correct  wrong  tendencies  as 
soon  as  they  appear  and  to  organize  the  work  of  the  early  grades 
so  that  the  formation  of  undesirable  habits  and  attitudes  is  pre¬ 
vented.  This  reduces  the  number  of  special  problem  cases  in  the 
intermediate  and  upper  grades  to  a  minimum.  In  any  case,  remedial 
work  in  reading  must  be  specific;  it  must  be  adjusted  to  actual 
needs.  The  regular  reading  diet,  or  regime,  should  be  preventive,  or 
prophylactic;  but  corrective  work,  by  utilizing  ways  and  means 
which  are  avowedly  curative  or  remedial,  removes  specific  difficulties 
more  economically  and  saves  the  pupil  from  the  effects  of  lingering 
maladjustment  and  chronic  deficiency. 

References  on  Diagnosis  and  Remedial  Work 
(Note. — The  tabular  analysis  which  precedes  was  made  from  a  study 
of  the  following  references  and  of  certain  unpublished  case  studies  on  file 
at  tho  Lincoln  School  of  Teachers  College.) 

Anderson, C.  J.  and  Merton  E.  “Remedial  work  in  reading.”  Elementary 
School  Journal,  9  (May  and  June,  1920),  685-701,  772-791;  21  (Janu¬ 
ary,  1921),  336-351. 

Femald,  G.  M.  and  Keller,  H.  “The  effect  of  kinaesthetic  factors  in  the 
development  of  word  recognition  in  the  case  of  non-readers.”  Journal 
of  Educational  Research,  5  (December,  1921).  355-877. 

Gates,  A.  I.  The  Psychology  of  Reading  and  Spelling  with  Special  Ref¬ 
erence  to  Disability.  Teachers  College  Contribution,  No.  129.  New 
York:  Teachers  College,  1922. 
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Gray,  W.  S.  “Diagnostic  and  remedial  steps  in  reading.”  Journal  of 
Educational  Research,  4  (June,  1921),  1-15. 
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partment  of  Education,  University  of  Chicago,  1922..  Pp.  vii,  208. 
Hollingworth,  L.  S.  Special  Talents  and  Defeats:  Their  Significance  for 
Education.  New  York:  Macmillan,  1923.  Pp.  57-97. 
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CHAPTER  XI 

WAYS  AND  MEANS  OF  PUTTING  AN  IMPROVE!)  READING 
PROGRAM  INTO  OPERATION 

Problems  for  consideration.  It  is  the  purpose  of  this  section  of 
the  report  to  consider  ways  and  means  of  putting  into  operation  an 
improved  program  of  reading  instruction  based  on  recent  investiga¬ 
tions.  To  school  officers  and  teachers  who  contemplate  such  steps,  a 
number  of  questions  present  themselves  for  consideration.  For  ex¬ 
ample:  What  is  the  present  status  of  reading  in  our  school  system? 
What  are  the  goals  to  be  reached?  What  steps  should  be  taken  to 
provide  an  adequate  supply  of  reading  materials?  What  provisions 
should  be  made  for  individual  differences?  Through  what  means  can 
an  improved  program  be  put  into  operation  most  effectively? 

Survey  of  the  Present  Reading  Situation 

The  first  step  in  a  comprehensive  campaign  to  improve  instruc¬ 
tion  in  reading  is  to  secure  accurate  information  concerning  the 
present  status  of  reading  in  the  system  and  to  determine  what 
changes  are  desirable.  Some  of  the  items  of  information  needed  are : 
the  levels  of  accomplishment  in  various  phases  of  reading  attained 
by  pupils  of  different  grades,  the  extent  to  which  pupils  use  books 
independently  and  effectively  in  connection  with  various  school  ac¬ 
tivities,  the  number  and  kinds  of  books  provided  in  each  grade, 
desirable  habits  at  different  growth  levels,  the  extent  to  which  such 
habits  have  been  established,  the  methods  employed  by  teachers  in 
training  pupils  to  read,  and  the  kinds  of  help  that  are  needed  to 
raise  instruction  to  a  high  level  of  efficiency.  The  survey  should 
reveal  also  the  effectiveness  of  methods  now  in  use,  the  adequacy  of 
the  materials  of  instruction,  and  the  efficiency  of  teachers  and  super¬ 
visors.  If  intelligence  tests  are  given,  the  survey  should  show  the 
mental  levels  of  pupils  in  different  schools  and  grades  and  the  extent 
to  which  they  accomplish  what  may  reasonably  be  expected  of  them. 
Securing  accurate  information  is  so  essential  that  the  preliminary 
survey  should  be  undertaken  in  the  most  scientific  way  possible  and 
should  make  use  of  every  available  agency.  Suggestions  follow  con¬ 
cerning  the  service  which  may  be  rendered  by  teachers  and  school 
officers. 
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The  classroom  teacher.  There  are  progressive  teachers  in  every 
school  unit  eager  to  take  part  in  any  forward  movement.  Frequently, 
such  teaehers  have  been  trained  to  give,  to  score,  and  to  diagnose 
the  results  of  both  informal  and  standardized  tests.  If  they  have  not 
had  such  training,  they  are  usually  very  glad  to  leam.  A  large  num¬ 
ber  of  teachers  trained  to  give  tests  and  to  collect  information  may 
render  invaluable  service  in  a  study  of  present  accomplishments  and 
needs.  They  may  also  supply  needed  information  concerning  the 
books  that  are  available,  the  methods  employed  in  teaching,  the  time 
devoted  to  reading,  and  the  strong  and  weak  points  in  the  reading 
accomplishments  of  pupils  as  revealed  in  classroom  activities. 

The  building  principal.  The  building  principal,  by  virtue  of  his 
position,  may  render  very  valuable  assistance.  He  can  organize  the 
teachers  under  his  supervision  into  a  working  unit  for  survey  pur¬ 
poses  ;  he  can  train  them  to  give  tests  or  to  tabulate  needed  informa¬ 
tion,  and  he  can  make  arrangements  to  release  teachers  to  assist  in 
the  survey,  many  times  taking  over  the  work  of  a  teacher  who  may 
be  able  to  participate  in  certain  phases  of  the  survey  more  effec¬ 
tively  than  he. 

The  director  of  research.  Where  there  is  a  department  of  research, 
the  director  should  aid  in  planning  to  measure  reading  achievement 
and  intelligence,  should  distribute  the  tests  and  directions  sheets 
that  may  be  required,  should  direct  much  of  the  statistical  work 
that  is  needed,  and  should  summarize  and  help  interpret  the  results 
of  the  standardized  and  informal  tests  that  are  given. 

The  superintendent  or  supervisor  of  instruction.  These  officers 
may  or  may  not  be  aetive  in  such  routine  work  as  giving  and  scoring 
tests,  but  it  is  essential  from  an  administrative  and  supervisory 
point  of  view  that  they  direct  the  survey.  They  should  provide  the 
necessary  vision  and  leadership.  They  should  direct  the  organiza¬ 
tion  of  the  survey,  provide  the  material  means  for  carrying  it  for¬ 
ward,  keep  in  constant  touch  with  the  information  that  accumulates, 
and  aid  in  the  interpretation  of  results  for  the  city  as  a  whole. 

Other  (bg-mci&s.  Colleges  of  education  and  normal  schools  that  are 
eonve&ienfcly  located  may  detail  students  to  aid  in  the  initial  survey. 
In  rural  schools  the  visiting  supervisor  or  supervising  teaehers  may 
render  very  valuable  help. 

The  fact  should  be  emphasized  that  there  are  numerous  agencies 
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which  may  participate  in  the  survey  of  the  reading  situation  in  a 
given  school  system.  Experience  has  taught  that  the  possibilities  of 
success,  both  in  securing  information  and  in  effecting  desired  re¬ 
forms,  are  far  greater  if  all  agencies  directly  responsible  fox  in¬ 
struction  co-operate  heartily  in  each  step  of  the  campaign. 

The  additional  fact  should  be  emphasized  that  the  study  of  the 
entire  situation  should  be  distributed  over  a  considerable  period  of 
time.  It  is  unwise  to  interrupt  seriously  regular  classroom  activities. 
Only  a  limited  number  of  studies  should  be  undertaken  at  a  given 
time.  As  results  accumulate,  they  should  be  presented  to  the  teachers 
and  their  significance  considered.  Whenever  evidence  is  secured 
that  changes  are  desirable,  appropriate  steps  should  be  taken 
throughout  the  system  to  secure  improvement.  In  the  meantime,  the 
study  of  other  phases  of  the  reading  situation  should  go  forward. 


Goals  to  be  Reached 

A  well-organized  study  of  the  present  reading  situation  should 
result  in  a  dear  picture  of  existing  conditions  and  desirable  change®. 
The  problem  which  then  presents  itself  is  how  to  change  existing 
conditions  to  those  that  are  more  nearly  ideal.  For  example,  ©Id 
courses  of  study  are  frequently  inadequate  and  new  objectives  must 
be  determined.  It  has  been  the  purpose  of  preceding  chapters  of 
this  report  to  present  materials  that  are  valuable  in  this  connection. 
Ultimately,  however,  each  school  system  must  determine  its  own 
objective®  according  to  the  needs,  interests,  and  capacities  of  the 
pupils  who  are  to  be  taught. 

But  who  should  formulate  the  objectives  and  plan  courses  of 
study?  For  the  sake  of  sound  professional  progress,  it  is  necessary 
that  all  units  of  the  school  system  participate  actively.  Classroom 
teachers  should  contribute  results  from  practice  and  experience. 
Supervisors,  principals,  and  superintendents  should  contribute  help¬ 
fully  from  their  wider  knowledge  of  the  subject  and  broader  view 
of  school  problems.  Active  co-operation  of  teachers  and  school  officers 
in  an  enterprise  of  such  large  significance  is  essential  to  success. 

Progressive  schools  have  already  formulated  tentative  courses  of 
study  through  co-operative  effort.  The  St.  Cloud  course  of  study  in 
reading  is  an  excellent  example  of  the  constructive  work  of  teachers 
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and  supervisors  covering  a  period  of  over  three  years.  The  following 
outline  of  their  work  presents  features  worthy  of  consideration.1 

1.  The  attempt  has  been  made  to  make  practical  application 

for  the  classroom  teacher  of  the  most  recent  develop¬ 
ment  in  the  theory  of  teaching  reading. 

2.  Educative  seatwork  in  silent  reading  has  been  developed. 

3.  A  number  of  unstandardized  silent  reading  tests  have  been 

worked  out  for  the  use  of  the  classroom  teaeher. 

4.  A  definite  plan  of  reading  procedure  has  been  mapped  out 

for  the  intermediate  grades. 

5.  A  clear-cut  distinction  has  been  made  between  reading  for 

appreciation  and  reading  for  study. 

6.  A  beginning  has  been  made  in  selecting  and  in  training 

in  varied  types  of  study  used  in  different  subjects  as 
needed  by  the  ehild  in  his  development  from  grade  to 
grade. 

The  course  of  study  has  been  published  in  loose-leaf  form  for  the 
use  of  the  teachers  in  the  St.  Cloud  system.  This  plan  was  adopted  in 
order  that  additions  and  corrections  can  be  made  from  time  to  time 
in  harmony  with  the  results  of  scientific  studies  of  the  problems  of 
reading  instruction. 

A  survey  of  the  reading  situation  in  Tulsa,  which  revealed  un¬ 
satisfactory  results  in  silent  reading,  led  to  a  drive  for  efficiency  in 
that  type  of  reading.  After  two  years  of  study  and  classroom  experi¬ 
mentation  by  the  teachers,  a  56-page  bulletin2  concerning  diagnostic 
and  remedial  steps  in  silent  reading  was  published.  This  bulletin 
is  rich  in  suggestive  material  and  shows  what  co-operative  effort 
can  accomplish. 

In  Rochester  a  study  was  made  of  the  aims  of  reading.  For  two 
years  classroom  teachers  worked  co-operatively  to  develop  a  series 
of  uniform  aims  for  that  city.  As  a  result,  a  report  was  compiled 
and  a  chart  embodying  the  conclusions  was  prepared  by  a  committee 


1  Ruth  Ewing  Hijpert.  Reading  in  the  Saint  Cloud  Public  Schools, 
Grades  One  to  Six.  Board  of  Education,  St.  Cloud,  Minnesota,  1924. 

2  Diagnostic  ctnd  Remedial  Suggestions  for  Silent  Reading  in  the  Ele¬ 
mentary  Schools  of  Tulsa,  Oklahoma.  Board  of  Education,  Bulletin  No 
12,  1921-22. 
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representing  the  elementary  schools.*  This  chart  shows  graphically 

and  concisely  attainments  for  each  grade  in  each  of  four  objectives, 
namely : 

1.  Permanent  interests  in  reading 

2.  Economical  and  effective  study  habits 

3.  Economical  and  effective  use  of  books 

4.  Mastery  of  the  mechanics  of  reading 

These  examples  indicate  what  may  be  accomplished  through  co¬ 
operative  effort  in  reorganizing  a  course  of  study  in  reading  and 
m  creating  usable  materials  of  instruction.  Each  school  system 
should  organize  for  such  purposes  committees  composed  of  capable 
teachers  and  supervisors.  They  should  be  released  from  a  part  or 
all  of  their  regular  duties  in  order  to  give  adequate  time  to  the 
problems  assigned  to  them  for  study.  They  should  not  only  canvass 
all  of  the  printed  materials  relating  to  their  problems,  but  should 
also  enlist  the  hearty  co-operation  of  all  teachers  in  the  system 
and  secure  constructive  suggestions  from  them. 

In  outlining  a  course  of  instruction  not  only  broad  comprehensive 
objectives,  but  intermediate  goals,  must  be  set  up,  in  order  that 
specific  aims  may  be  clearly  defined  and  progress  checked  from  time 
to  time.  Chapters  II  and  IX  of  this  report  contain  much  material 
that  can  be  used  in  formulating  such  objectives  and  in  checkin^ 
progress.  Three  major  objectives  which  apply  to  all  elementary^ 
school  grades  are :  (a)  rich  and  varied  experience  through  reading, 

(b)  strong  motives  for  and  permanent  interest  in  reading,  and 

(c)  desirable  attitudes  and  effective  habits  and  skills. 

Qualitative  and  quantitative  standards  of  achievement  are  given 
for  each  growth  period  of  the  first  six  grades.  While  such  informa¬ 
tion  is  of  the  greatest  value  to  a  committee  that  is  making  a  course 
of  study,  the  fact  should  be  emphasized  that  each  school  system 
must  adopt  aims  and  standards  appropriate  for  its  own  use  A 
course  of  study  must  be  based  on  actual  needs,  such  as  are  revealed 
by  the  type  of  survey  which  has  been  described.  It  must  include  the 
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most  effective  ways  of  meeting  those  needs  as  determined  by  clear 
thinking  and  scientific  study  of  such  problem®. 


Provision  of  Adequate  Reading  Materials 

A  modern  reading  program  is  characterized  by  an  abundant 
supply  of  appropriate  reading  materials.  Adequate  provision  of  such 
materials  present  a  difficult  problem.  In  the  majority  of  schools 
the  supply  of  books  is  meager  and  inadequate.  School  systems  must 
provide  more  books,  must  establish  libraries,  must  secure  the  co¬ 
operation  of  public  libraries,  and  must  provide  additional  peda¬ 
gogical  materials.  In  order  to  supply  these  demands,  a  larger  read¬ 
ing  budget  is  frequently  necessary.  Wisdom  and  skill  are  needed 
in  the  expenditure  of  whatever  funds  are  available.  How  can 
desired  ends  be  attained  most  economically  and  effectively?  L 

Classroom  materials.  In  Chapter  VII  of  this  report  the  following 
recommendations  are  made  for  each  class  or  working  group:  One 
complete  set  of  primers  and  one  set  of  literary  readers  in  Grade  I; 
one  complete  set  of  literary  readers  and  one  set  of  the  silent  reading 
or  work  type  in  Grades  II  and  III;  one  reader  or  book  of  literary 
selections  and  one  of  the  work  type  for  the  development  of  study 
habits  in  Grades  IV,  V,  and  VI.  This  at  once  reduces  the  number  of 
sets  of  readers  from  between  four  and  twenty  or  more  for  each 
grade  to  two  full  sets.  As  a  result,  funds  are  released  that  can  be 
used  to  provide  many  sets  of  from  five  to  ten  well-selected  books 
of  both  the  work  and  recreatory  types  for  use  with  small  groups 
of  children  having  common  needs  and  interests,  and  also  to  pro¬ 
vide  many  single  copies  for  individual  reading.  Some  of  this  money 
can  also  be  used  for  the  purchase  of  the  supplementary  pedagogical 
material  elsewhere  described,  which  is  so  essential  in  developing 
appropriate  habits  and  skills. 

These  recommendations  are  not  made  primarily  as  emergency 
measures,  but  in  the  belief  that  adequate  provision  for  the  individ¬ 
ual  needs  of  children  requires  less  mass  and  more  individual  in¬ 
struction.  The  same  book  in  the  hand  of  every  child  usually  means 
waste  and  inefficiency  in  teaching. 

Cahoot  libraries.  It  is  essential  that  appropriate  library  material 
be  secured  for  every  classroom.  There  should  be  in  the  kindergarten 
and  primary  grades  a  library  table  where  attractive  books  are  avail- 
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able  for  constant  use;  in  the  fourth,  fifth,  and  sixth  grades,  the 
wen-organized  work  library;  and  in  the  junior  and  senior  high 
school,  the  special  room  library.  Where  appropriations  by  boards 
of  education  are  not  sufficient,  wise  publicity  is  helpful.  Mothers’ 
clubs,  parent-teacher  organizations,  and  eitizens’  associations,  when 
convinced  of  the  need,  will  frequently  raise  funds  to  provide  ®oeh 
libraries.  Where  money  is  so  raised,  it  should  be  spent  by  those  who 
are  familiar  with  school  needs. 

Public  libraries.  Since  a  modern  reading  program  requires  a 
wealth  of  appropriate  reading  materials,  school  officers  and  dty 
librarians  are  beginning  to  realize  the  mutual  advantage  of  co¬ 
operation  between  school  and  public  libraries.  Cities  in  which  co¬ 
operation  exists  vary  in  the  specific  plans  which  they  follow.  Some 
illustrations  are  here  given : 


Washington,  D.  C.:  4 *  The  Public  Library  makes  loans  of  fifty  suit¬ 
able  miscellaneous  library  books  three  times  each  semester  to  each  grade 
begmnmg  with  the  third  (the  second  by  request).  Conferences  between 
the  librarian  and  the  supervisors  insure  a  close  correlation  with  the 
course  of  study.  Suggestions  from  classroom  teachers  are  also  valuable. 
Records  on  the  individual  cards  accompanying  each  book  aid  in  checking 
he  type  of  reading  done  by  children  of  various  communities,  who  thus 
early  learn  to  use  the  library  and  to  care  for  books. 

Cleveland:  The  School  and  Library  Association,  working  together,  aim 
to  secure  for  every  child  access  to  a  branch  library  in  or  near  the  school 
A  specially  trained  expert  gives  instruction  in  the  use  of  books  at  the 
different  distributing  centers.  In  many  cities  the  public  library  main¬ 
tains  braneh  libraries  in  school  buildings. 

Indianapolis:  This  city  features  a  vacation  reading  contest.  In  the 
summer  of  1922  over  ten  thousand  volumes  were  chosen,  read,  and  re¬ 
ported  on.  Children  were  given  credit  for  this  reading. 

California:  The  county  library  is  the  result  of  an  effort  to  carry  books 
o  rural  districts  m  a  more  intimate  way  than  can  the  travelling  state 

l;lZieS'  iZ  KriCOU^.libra?y  began  its  WOrk  with  spools  in  1916. 
There  are  100  schools  m  this  country,  varying  from  large  city  schools  to 

one-room  buildings  m  the  mountains  or  desert.  Each  teacher  has  a 
minimal  fund  of  $25.00  so  that  she  may  contract  with  the  county  librarv 
for  service.  To  each  school,  regardless  of  size,  the  library  sends  supple¬ 
mentary  books  on  all  subjects  for  the  use  of  pupils  and  desk  books  for 
the  teachers.  In  addition,  periodicals  are  provided  for  the  teacher  and 
papds  and  sent  Meetly  to  the  school.  The  children’s  librarian  visits  each 


4  George  F.  Bowerman,  Annual  Report  for  Public  Library  of  th « 

triot  of  Columbia,  1923-2U.  Government  Printing  Office,  1924.  7  ^ 
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school,  talks  with  the  teachers  and  pupils,  discusses  stories  and  books 
with  them,  and  supplies  reading  materials  in  harmony  with  their  needs 
and  interests.5 

North  Dakota:  In  a  plea  made  for  county  libraries  in  North  Dakota  by 
Mary  Elizabeth  Downey,  Librarian  and  Director,  North  Dakota  Library 
Commission,  Bismarck,  N.  D.,  the  following  reasons  for  such  service 
were  given  among  others: 

Supplements  the  public  school  course  of  study  with  material  for 
general  reading  and  reference. 

Creates  a  generation  of  readers  of  children  now  in  the  public 
school. 

Supplies  the  demand  for  books  which  the  schools  now  create. 

The  'press.  The  daily  press  should  provide  children’s  pages,  sec¬ 
tions,  or  columns.  These  sections  should  be  in  the  hands  of  editors 
having  knowledge  of  the  interests  and  reading  needs  of  children 
of  different  ages.  Experience  teaches  that  the  press  can  make  a 
real  contribution  in  stimulating  interest  and  developing  permanent 
habits  on  the  part  of  children  in  reading  newspapers  and  periodicals. 

Extra-school  aids.  The  earlier  chapters  of  this  report  emphasized 
the  need  of  a  rich  background  of  experience  at  each  age  level.  It  is 
necessary,  therefore,  to  provide  adequate  material  for  varied 
experiences.  A  survey  by  the  teachers  of  the  interests  and  activities 
of  a  community  is  usually  necessary.  These  interests  vary;  those 
of  rural  and  small  towns  differ  widely  from  those  of  the  large  city. 
Classroom  activities  based  on  these  interests  will  be  used  in  various 
subjects,  including  reading,  but  will  prove  of  special  value  in  the 
interpretation  of  what  is  read.  The  second  problem  is  to  bring  the 
child  in  contact  with  community  activities.  This  means  effective  use 
of  the  so-called  school  excursion.  To  obtain  first-hand  information, 
children  must  be  taken  to  markets,  to  truck  gardens,  to  factories; 
they  must  be  taken  to  the  various  geographical  features  of  the 
vicinity,  to  museums,  and  to  art  galleries  for  definite  study  and  help. 

There  is  need  for  wise  publicity  if  wholesome  experiences  are 
to  be  provided  for  children.  The  difficulties  to  be  overcome  are: 
first,  objections  made  by  parents,  by  members  of  boards  of  educa¬ 
tion,  and  sometimes  by  school  officials,  that  there  is  waste  of  time 
and  some  danger  to  pupils;  and  second,  lack  of  satisfactory  means 


6  V.  S.  Learned,  American  Public  Library  and  the  Diffusion  of  Knowl¬ 
edge,  Harcourt,  Brace  Company,  1924. 

Arthur  Fa,  Bostwick,  American  PubUe  IAbrary ,  Appleton,  1923, 
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of  transportation.  The  school  board  and  the  community  should  be 
informed  concerning  the  value  of  excursions  and  their  co-operation 
should  be  secured  in  providing  for  them.  A  large  amount  of  reading 
of  the  work  type  can  be  assigned  in  preparation  for  these  excur¬ 
sions,  and  both  the  work  and  pleasure  type  of  reading  should  follow 
to  broaden  and  enrich  the  experience  gained  through  them. 

Provision  for  Individual  Differences 

A  reading  survey  frequently  reveals  misplacements  of  pupils; 
for  example,  children  of  sixth-grade  ability  work  at  third-grade 
level,  and  fifth-  and  sixth-grade  children  exhibit  reading  habits  not 
above  those  required  for  the  third  or  fourth  grade.  Such  facts  show 
clearly  that  the  reading  needs  of  many  children  are  not  being  met. 
In  order  to  provide  for  individual  differences,  provision  must  be 
made  for  a  better  classification  of  pupils  than  now  exists  in  a 
majority  of  schools.  Logically,  the  best  place  to  begin  with  such 
classification  is  in  the  kindergarten  and  first  grade,  where  reading 
habits  are  being  formed.  Chapter  II  of  this  report  suggests  plans 
for  classifying  pupils  in  schools  of  different  types.  But  proper 
classification  in  the  initial  period  will  not  provide  adequately  for  the 
needs  of  children  who  have  passed  beyond  this  period.  A  flexible 
plan  of  elass  organization  and  frequent  reclassification  are  essential 
throughout  the  grades.  Superintendents  and  supervisors  should 
develop  flexible  schemes  of  class  organization  and  instruct  teachers 
concerning  the  procedures  to  follow  in  re-grouping  pupils  from  time 
to  time  for  the  purposes  of  reading  instruction. 

Since  some  pupils  learn  more  easily  than  others,  the  amount  of 
instruction  required  should  vary  with  different  pupils.  Mass  teach¬ 
ing  must  be  supplemented  by  individual  instruction  even  in  schools 
in  which  classes  have  been  organized  on  the  basis  of  needs.  The 
plan  of  grouping  should  be  flexible  enough  to  allow  pupils  to  work 
in  the  group  which  best  provides  for  their  needs.  Provision  should 
also  be  made  in  the  daily  program  for  pupils  needing  remedial  work 
when  teachers  specially  trained  for  such  purposes  are  not  available. 

Some  cities  classify  pupils  for  the  purpose  of  reading  instruction 
on  the  basis  of  intelligence.  The  following  plan  is  used  in  Detroit; 
Pupils  who  enter  the  first  grade  are  classified  in  X,  Y,  and  Z 
groups,  according  to  the  results  of  intelligence  tests.  These  groups 
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are  sometimes  assigned  to  different  rooms ;  sometimes  all  three  work 
together  in  the  earns  room.  Definite  standards  of  attainment  are 
established  for  each  ability  group.  By  the  end  of  the  sixth  grade 
all  groups  are  expected  to  have  mastered  the  fundamentals  of  read¬ 
ing,  but  to  have  attained  varying  levels  of  accomplishment;  the 
X  group  will  have  had  wide  reading  experience ;  the  Z  group  will 
at  least  have  mastered  the  mechanics  of  reading. 

In  contrast  with  the  organization  of  classes  into  homogeneous 
groups  is  the  plan  of  individual  instruction  in  which  each  child  is 
familiar  with  the  goals  to  be  attained,  and  works  independently 
toward  them.  When  he  reaches  one  goal,  he  moves  on  to  the  next, 
thus  eliminating  waste.  This  does  not  necessarily  mean  a  change 
of  rooms.  As  this  plan  of  instruction  is  organized  in  Winnetka, 
Illinois,6  the  achievement  unit  takes  the  place  of  the  time  unit. 
Children’s  marks  and  promotions  are  based  entirely  upon  individual 
work.  There  are  no  recitations,  no  grade  repetitions,  no  failures,  no 
skipping.  Instead  of  reciting,  the  children  practice  and  prepare  them¬ 
selves  for  achievement  tests.  The  teacher  helps  individual  pupils 
and  develops  new  work  with  small  temporary  groups  of  children 
who  happen  to  be  ready  for  the  same  instruction  at  a  given  time. 

The  plan  is  made  administratively  possible  by  achievement  tests 
eon  esponding  to  each  goal  and  by  practice  materials  in  connection 
with  which  the  children  can  check  the  accuracy  of  their  own  work. 

If  a  modern  program  of  reading  instruction  is  adopted,  provision 
must  be  made  for  individual  differences.  Responsibility  for  the 
development  of  a  flexible  plan  of  class  organization  rests  primarily 
with  the  administrative  and  supervisory  officers.  The  importance  of 
an  early  solution  of  this  problem  in  each  school  system  cannot  be 
over-emphasized. 


Means  of  Putting  the  Program  into  Operation 

It  is  essential  that  there  be  hearty  co-operation  of  all  units  of  the 
school  system  in  putting  an  improved  reading  program  into  opera¬ 
tion.  Examples  of  types  of  co-operation  follow: 

Classroom  teachers.  In  final  analysis  the  improvement  of  instruc- 


6  Carleton  W.  Washburne,  “Educational  measurement  as  a  key  to  indi- 
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tion  depends  primarily  upon  classroom  teachers.  A  school  system 
may  have  an  excellent  course  of  study,  a  wealth  of  valuable  reading 
material,  and  well-classified  pupils,  yet  fail  to  develop  effective 
readers  because  of  the  character  of  the  teaching.  What  means  can 
be  used  to  encourage  progressive  teachers  to  assume  leadership  in 
launching  a  new  program  of  reading  instruction  ?  What  can  be  done 
to  awaken  lethargic  teachers  to  interest  in  improving  their  own 
teaching  methods?  What  can  be  done  to  improve  the  poorly  trained 
teachers  who  either  know  nothing  of  modern  methods  or  are  inef¬ 
fective  in  making  use  of  them  ?  A  number  of  suggestions  of  value  in 
meeting  these  difficulties  follow. 

Meetings.  Well-planned  meetings  may  be  one  of  the  most  effective 
means  of  securing  results,  but  they  are  productive  only  to  the  degree 
in  which  there  is  intelligent  participation  by  both  teachers  and 
supervisors.  Each  sees  the  problem  from  different  points  of  view 
and  is  prepared  to  make  helpful  contributions.  A  meeting  should  be 
a  clearing  house  where  problems  are  presented  for  discussion  and 
where  results  of  experiments  are  summarized  and  interpreted.  How 
to  organize  meetings  to  secure  best  results  is  the  problem  of  the 
supervisor.  Clearly  the  needs  of  teachers  differ.  Groups  should  fre¬ 
quently  be  organized  on  the  basis  of  both  subject  and  grade  needs 
Within  these  groups  committees  should  be  formed  with  definite 
problems  for  solution.  The  study  of  these  problems  should  do  much 
towards  building  up  better  standards  for  use  in  teaching  reading. 
Suggested  problems  are: 

1‘  How  may  daiIy  Program  be  organized  to  provide  for  small 
group  and  individual  needs? 

2.  How  may  training  in  silent  reading  result  in  the  improve¬ 

ment  of  habits  of  study? 

3.  What  are  the  best  methods  of  handling  vocabulary  diffi¬ 

culties  in  silent  reading? 

4.  How  may  training  in  phonetics  be  made  effective? 
Circulation  of  literature.  The  study  of  definite  problems  by  com¬ 
mittees  should  make  it  necessary  for  teachers  to  consult  sources  of 
help.  The  supervisor  should  be  ready  with  appropriate  references 
bulletins,  monographs,  magazine  articles  on  definite  phases  of  read¬ 
ing.  All  should  be  available  for  circulation.  There  should  be  classified 
bibliographies.  Material  should  be  in  the  library  of  every  building 
or  should  be  easily  accessible.  Public  libraries  should  co-operate  by 
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purchasing  and  reserving  for  teachers  whatever  literature  is  needed. 
Study  clubs  and  reading  circles  are  usually  productive  in  promoting 
interest  in  professional  reading. 

Demonstration.  Although  practically  every  educational  magazine 
has  discussed  the  teaching  of  silent  reading  in  detail,  many  teachers 
fail  to  comprehend  its  real  significance.  In  many  places,  reading 
activities  follow  largely  the  traditional  types  of  work.  Nothing  con¬ 
vinces  so  thoroughly  or  is  so  stimulating  as  seeing  results  achieved 
by  a  skilful  teacher.  Demonstrations  also  provide  excellent  oppor¬ 
tunities  to  capitalize  the  ability  of  individual  teachers.  If  demon¬ 
strations  are  to  be  effective,  teachers  must  come  with  well-defined 
aims  and  must  be  active  participants  in  the  discussions  that  follow. 

Extension  work.  Opportunities  for  the  systematic  study  of  read¬ 
ing  problems  should  be  provided.  In  some  localities,  notably  in  rural 
sections,  the  county  institute  may  be  used  for  this  purpose;  in 
other  locahties  a  series  of  lectures,  round  tables,  and  conferences 
extending  throughout  the  school  year  is  arranged.  Whatever  pro¬ 
vision  is  made  for  systematic  study,  it  should  be  made  a  source  of 
definite  help  m  developing  a  new  reading  program.  Supervisors 
s  ould  learn  of  experts  in  the  field  who  can  bring  to  their  teachers 
the  type  of  help  which  they  need.  Does  the  group  need  the  stimulus 
of  the  scientific  worker  to  open  new  fields  of  investigation  or  to 
give  help  m  investigations  already  started?  Does  the  group  need 
clear  demonstration  by  a  skilful  teacher  followed  by  discussions  or 
lectures  concerning  appropriate  teaching  techniques? 

Greater  use  should  be  made  of  the  courses  on  reading  in  summer 
schools  and  colleges  of  education.  Teachers  should  be  stimulated  to 
take  modern  courses  on  reading,  in  order  that  they  may  render 
greater  service  m  putting  an  improved  program  into  operation 
t  is  advisable  that  each  school  system  send  at  least  two  or  three 
of  its  staff  each  summer  to  make  studies  of  particular  problems  and 
^prepare  for  genuine  service  and  leadership  during  the  following 

Suvervisors  The  first  obligation  of  supervisors  is  to  create  interest 
m  modern  reforms  in  reading  instruction  and  to  stimulate  a  desire 
o  bring  practice  up  to  the  highest  level  of  efficiency.  A  supervisor 
should  not  be  content  with  intangible  results.  She  must  know  not 
y  the  ultimate  goals  of  reading  instruction  but  the  intermediate 
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goals  as  well.  As  the  new  program  is  put  into  operation,  she  should 
help  teachers  establish  standards  of  attainment  and  to  measure 
results  step  by  step.  In  this  connection  there  is  need  of  the  closest 
co-operation.  The  supervisor  brings  to  the  teacher  encouragement 
for  the  successes  attained  and  helpful  suggestions  for  further  prog¬ 
ress.  The  teacher  brings  knowledge  of  actual  conditions  and  con¬ 
crete  suggestions  for  meeting  them.  Through  individual  and  group 
conferences,  classroom  visits,  and  meetings  and  demonstrations, 
supervisors  should  provide  teachers  with  constant  help  and  en¬ 
couragement. 

It  is  the  supervisor’s  duty  to  make  use  of  special  knowledge  or 
ability  of  individual  teachers.  If  a  primary  teacher  has  gained  an 
understanding  of  the  fundamental  principle  underlying  individual 
differences  and  is  able  to  deal  with  them  effectively,  her  methods 
and  procedures  are  of  value  not  only  to  her  own  class  but  also  to 
the  whole  teaching  staff.  Her  classroom  should  be  made  an  observa¬ 
tion  center  for  teachers  who  need  help  in  this  connection.  If  in  the 
intermediate  grades  there  are  teachers  who  are  especially  capable 
in  developing  in  children  an  appreciation  of  good  literature,  or 
independence  in  going  to  source  books  for  desired  information,  their 
methods  should  be  observed  by,  or  described  to,  other  teachers.  It  is  a 
supervisor’s  business  to  locate  skilful  teachers  and  use  them  to 
advantage  in  improving  instruction.  Such  teachers  should  be  en¬ 
couraged,  provided  with  needed  materials,  stimulated  to  wider  read¬ 
ing  and  professional  growth,  and  given  recognition  for  the  real 
contribution  their  teaching  makes  to  the  system. 

Superintendent.  The  superintendent  should  assume  leadership  in 
putting  a  new  reading  program  into  operation,  should  provide  the 
necessary  material  means,  should  organize  the  supervisory  and 
teaching  staff  to  render  the  most  effective  help,  should  make  careful 
studies  of  the  latest  developments  in  reading,  and  present  and 
interpret  significant  findings  to  his  teachers  from  time  to  time  or 
secure  experts  who  are  qualified  to  do  this  for  him.  He  must  keep 
in  constant  touch  with  developments  in  his  school  system  and  must 
see  that  all  units  work  together  co-operatively  in  improving  instruc¬ 
tion.  His  responsibility  is  great  because  it  involves  an  unlimited 
amount  of  vision,  leadership,  and  tact. 

Boards  of  education  and.  school  patrons.  If  interest  is  aroused  in 
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what  the  schools  are  doing  and  what  they  aim  to  do,  boards  of 
education  and  school  patrons  can  definitely  aid  in  improving  read¬ 
ing  instruction.  Through  lectures,  demonstrations,  graphs,  and 
slogans  they  can  be  informed  of  the  present  situation  and  needed 
reforms.  Patrons  should  lend  their  sympathy  and  support  to  such 
educational  policies  and  should  encourage  boards  of  education  to 
supply  as  liberal  a  budget  as  necessary  to  insure  success. 

CoijcLtHMNG  Statement 

The  suggestions  contained  in  this  chapter  have  been  made  with 
a  ful  recognition  of  the  fad;  that  the  means  employed  in  putting 
an  improved  program  into  successful  operation  must  differ  with 
conditions  in  different  cities.  Consequently,  only  examples  of  ap¬ 
propriate  procedures  have  been  included.  It  is  imperative,  however, 
that  each  sehool  system  devote  time  and  energy  to  the  study  of  the 
problems  which  have  been  discussed.  The  public  pays  liberally  to 
support  education.  It  is  our  responsibility  to  insure  to  the  present 

generation  of  pupils  the  most  effective  instruction  in  reading  that 
schools  can  provide. 


CHAPTER  XH 

SUMMARY  OF  OUTSTANDING  RECOMMENDATIONS  AND 
SUGGESTED  PROBLEMS  IN  URGENT  NEED 
OF  INVESTIGATION 


I.  Summary  of  Outstanding  Recommendations 

Of  the  numerous  recommendations  in  the  report,  some  are  of 
major  importance  and  should  be  carefully  considered  in  any  effort 
to  reorganize  or  improve  reading  instruction;  others  relate  to  mat¬ 
ters  of  detail  and  are  of  lesser  significance.  In  order  to  direct  atten¬ 
tion,  in  closing,  to  issues  of  fundamental  importance,  the  following 
summary  of  outstanding  recommendations  to  which  the  committee 
unanimously  subscribes  has  been  prepared.  These,  at  least,  are 
essential  to  a  satisfactory  program  for  the  teaching  of  reading: 

1-  -A.  broad  conception  of  the  aims  of  reading  instruction,  based 
on  a  clear  understanding  of  its  wide  significance  in  school  and 
other  life  activities. 

2.  Vigorous  emphasis  from  the  beginning  on  reading  as  a 
thought-getting  process  and  the  subordination  of  the  mechanics  of 
reading  to  thoughtful  interpretation. 

3.  A  dear  recognition  of  the  vital  contribution  of  wide  experi¬ 
ence  to  good  interpretation,  with  special  emphasis  on  pre-reading 
experiences  and  the  temporary  postponement,  if  necessary,  of  formal 
instruction  in  reading. 

4.  Provision  for  wide  reading  as  an  essential  means  of  extending 
experience  and  of  cultivating  strong  motives  for,  and  permanent 
interests  in,  reading. 

5.  A  significant  increase  in  the  amount  and  variety  of  reading 
materials  and  a  corresponding  improvement  in  their  quality. 

6.  A  clear  recognition  of  the  fact  that  both  recreatory  and  work- 
type  reading  are  essential  in  a  well-balanced  program  of  instruction. 

7.  Definite  provision  foi*  the  systematic  development  and  inde¬ 
pendent  use  of  specific  reading  and  study  habits  in  all  school  sub¬ 
jects. 

8.  Emphasis  on  the  enjoyment  of  literature  as  a  means  of  fuller 
living,  rather  than  on  analysis  and  detailed  study  technique  in  this 

field. 
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9.  New  types  of  organization  and  procedure  in  classes  made 
necessary  by  the  adoption  of  broader  aims  of  reading. 

10.  Adequate  provision  for  differences  in  individual  capacities, 
needs,  and  tastes. 

11.  The  classroom  use  of  informal  tests  as  essential  means  of 
discovering  group  and  individual  needs. 

12.  The  continuous  study  of  progress  toward  the  essential  objec¬ 
tives  of  reading,  namely:  wide  experience,  strong  motives  for,  and 
permanent  interests  in,  reading,  and  effective  habits  and  skills. 

II.  Problems  in  Urgent  Need  of  Investigation 

The  fact  has  been  emphasized  earlier  that  the  committee  fre¬ 
quently  found  it  necessary  in  preparing  recommendations  to  make 
use  of  the  results  of  incomplete  or  inadequate  studies,  or  to  depend 
solely  on  critical  judgments.  Consequently,  some  of  the  recommenda¬ 
tions  included  have  been  necessarily  tentative  in  character.  Before 
final  conclusions  can  be  drawn  concerning  many  issues  on  which  the 
committee  has  merely  expressed  its  opinion,  it  will  be  necessary  to 
secure  additional  scientific  evidence.  As  a  means  of  directing  atten¬ 
tion  to  some  of  these  problems,  the  committee  has  prepared  the  list 
which  follows.  It  is  evident  that  the  list  is  incomplete.  It  has  been 
prepared  solely  to  suggest  types  of  problems  that  are  in  urgent  need 
of  investigation. 

1.  Classroom  Organization 

(a)  How  should  classes  be  organized  to  provide  for  the  maximal 
development  in  reading  of  each  child  in  harmony  with  his  interests, 
tastes,  and  capacities  without  undue  interference  or  waste? 

(b)  To  what  extent  should  the  reading  in  specific  subjects,  such  as 
history,  science,  and  English,  be  organized  upon  an  individual  prob¬ 
lem  basis? 

2.  Analysis  of  Specific  Habits 

(a)  What  are  limits  and  characteristics  of  important  growth 
periods  in  all  phases  of  reading  through  which  pupils  pass  in  their 
progress  toward  maturity? 

(b)  What  are  important  types  of  difficulty  encountered  in  the 
use  of  textbooks  and  study  materials  in  content  subjects? 

(c)  What  are  the  specific  techniques  involved  in  work-type  read¬ 
ing  in  each  subjeet  of  the  curriculum? 
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3.  Study  Attitudes 

(a)  To  what  extent  should  pupils  be  made  aware  of  specific  tech¬ 
niques  in  reading  as  contrasted  with  provision  of  strong  motives 
and  freedom  from  specific  directions? 

(b)  How  may  appropriate  attitudes  toward  work-type  reading 
and  study  be  cultivated? 

4.  Diagnosis  and  Remedial  Work 

(a)  What  are  the  specific  practice  materials  needed  in  prophy¬ 
lactic  and  remedial  work  and  how  may  their  validity  be  determined 
experimentally  ? 

(b)  What  are  the  most  effective  means  of  diagnosing  reading  and 
study  deficiencies  in  the  upper  grades  and  the  high  school? 

(c)  What  are  appropriate  remedial  measures  for  each  type  of 
difficulty  ? 

>  5.  Interests  and  Appreciations 

(a)  What  classroom  technique  may  be  used  for  comparing  and 
recording  growth  in  interests  and  appropriate  attitudes  toward 
reading  and  in  appreciation  of  specific  books  and  selections? 

(b)  What  effects  on  reading  interests,  attitudes,  and  appreciations 
are  secured  by  (1)  unsupervised  reading  and  (2)  carefully  directed 
supplementary  reading? 

(c)  What  books  are  genuinely  liked  by  children  in  each  school 
grade  and  are  also  good  literature? 

(d)  What  types  of  reading  material  should  be  used  in  cultivating 
permanent  interests  in  reading  on  the  part  of  all  pupils? 

(e)  What  are  the  classroom  procedures  best  suited  to  cultivate 
permanent  interest  and  habits  of  independent  reading? 

(f)  What  choices  in  reading  occur  in  each  period  of  development 
with  respect  to  various  types  of  literature,  such  an  informational 
selections,  stories,  poetry? 

6.  Relative  Effectiveness  of  Different  Teaching  Procedures 

(a)  What  is  the  effect  on  reading  attitudes  and  comprehension  of 
presenting  factual  material  in  story  form? 

0>)  What  conditions  are  most  favorable  in  work-type  reading: 
one  or  two  complete  sets  of  textbooks;  or  some  combination  of 
these? 
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(c)  How  may  meanings  be  enriched,  vocabularies  extended,  con¬ 
cepts  clarified,  and  significant  relationships  grasped? 

7.  Vocabulary 

(a)  What  are  the  speaking  and  meaning  vocabularies  of  children 
ia  the  various  periods  of  development  in  reading? 

(b)  What  is  the  relative  importance  of  various  words  in  reading 
vocabularies  of  young  children? 

8.  Phonetics 

(a)  What  is  the  frequency  of  various  phonetic  elements  in  the 
reading  vocabularies  of  children  at  various  levels  of  development? 

(b)  What  are  the  form  and  sound  elements  most  easily  learned 
by  pre-school  children? 

(e)  What  tests  may  be  used  in  discovering  the  needs  of  children 
with  respect  to  the  phonetic  analysis  of  words? 

9.  Literature 

(a)  What  attitudes  toward  reading  develop  and  how  are  tastes 
refined  when  directing  attention  to  appreciation  of  literature  for 
its  ©wn  sake,  and  when  reading  for  the  enjoyment  of  experience? 

Cte)  What  objective  tests  can  be  developed  for  the  measurement 
of  appreciation  of,  and  wholesome  attitudes  toward,  the  reading  of 
literature? 

(e)  To  what  extent  are  true-false  or  multiple  choice  tests  of  value 
in  testing  comprehension  in  the  study  of  literary  selections  ? 

10.  Standards  of  Attainment 

(a)  What  are  appropriate  tests  for  use  in  classifying  ehildren  at 
each  level  of  advancement? 

(b)  What  are  desirable  standards  for  each  grade  or  age  in  achiev¬ 
ing  the  broader  objectives  of  reading  instruction? 

(e)  What  are  desirable  variations  in  standards  for  children  at 
different  levels  of  capacity? 

11.  Pre-Reading  Experience 

(a>)  What  are  the  experiences  required  by  different  types  of  young 
children  in  preparing  for  reading? 
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12.  Mechanical  Make-Up  of  Books 

(a)  What  ia  the  effect  of  length  of  sentences  upon  comprehen¬ 
sion? 

(b)  What  is  the  effect  of  breaking  a  phrase  at  the  end  of  a  line 
and  of  irregularities  in  the  left-hand  margin  on  speed  and  compre¬ 
hension  in  reading? 

(e)  What  are  the  effects  of  various  types  of  illustrations  upon 
interests  and  comprehension  in  reading? 


13.  Economy  &f  Time 

(a)  How  can  the  time  allotment  in  reading  in  the  primary  grades 
be  reduced  without  lessening  the  effectiveness  of  instruction? 

(b)  How  can  incidental  reading  experiences  be  utilised  more 
effectively  in  securing  rapid  progress  in  primary  reading? 

14.  Number  of  Books 

(a)  What  are  desirable  standards  as  to  number  of  books  avail¬ 
able  per  child  in  each  grade  in  each  subject? 

Cb)  How  may  an  adequate  supply  of  books  be  provided  in  each 
school  system? 


CONSTITUTION  OF  THE  NATIONAL  SOCIETY  FOR  THE 
STUDY  OF  EDUCATION 

(As  Revised  at  the  1924  Meeting  of  the  Society) 

Article  I 

Name.  The  name  of  this  Society  shall  be  “The  National  Society 
for  the  Study  of  Education.” 


Article  II 

Object. — Its  purposes  are  to  carry  on  the  investigation  of  educa¬ 
tional  problems,  to  publish  the  results,  and  to  promote  their  discus¬ 
sion. 

Article  III 

Membership.  Section  1.  There  shall  be  three  classes  of  members 
* — active,  associate,  and  honorary. 

Section  2.  Any  person  who  is  desirous  of  promoting  the  purposes 
of  this  Society  is  eligible  to  membership  and  shall  become  such  on 
payment  of  dues  as  prescribed. 

Section  3.  Active  members  shall  be  entitled  to  vote,  to  participate 
in  discussion,  and  under  certain  conditions,  to  hold  office. 

Section  4.  Associate  members  shall  receive  the  publications  of 
the  Society,  and  may  attend  its  meetings,  but  shall  not  be  entitled 
to  hold  office,  or  to  vote,  or  to  take  part  in  the  discussion. 

Section  5.  Honorary  members  shall  be  entitled  to  all  the  privileges 
of  active  members,  with  the  exception  of  voting  and  holding  office, 
and  shall  be  exempt  from  the  payment  of  dues. 

A  person  may  be  elected  to  honorary  membership  by  vote  of  the 
Society  on  nomination  by  the  Board  of  Directors. 

Section  6.  The  names  of  the  active  and  honorary  members  shall 
be  printed  in  the  Yearbook. 

Section  7.  The  annual  dues  for  active  members  shall  be  $2.00 
and  for  associate  members  $1.00.  The  election  fee  for  active  and  for 

associate  members  shall  be  $1.00. 

\ 

Article  IV 

Officers.— Section  1.  The  officers  of  the  Society  shall  be  a  Board 
of  Directors,  a  Council,  and  a  Secretary-Treasurer. 
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Section  2.  The  Board  of  Directors  shall  consist  of  six  members 
of  the  Society  and  the  Secretary-Treasurer.  Only  active  members 
’who  have  contributed  to  the  Yearbooks  shall  be  eligible  to  serve 
as  directors. 

Section  3.  The  Board  of  Directors  shall  be  elected  by  the  Society 
to  serve  for  three  years,  beginning  on  January  first  after  their 
election.  Two  members  of  the  Board  shall  be  elected  annually  (and 
such  additional  members  as  may  be  necessary  to  fill  vacancies  that 
may  have  arisen). 

This  election  shall  be  conducted  by  an  annual  mail  ballot  of  all 
active  members  of  the  Society.  A  primary  ballot  shall  be  secured 
in  October,  in  which  the  active  members  shall  nominate  from  a  list 
of  members  eligible  to  said  Board.  The  names  of  the  six  persons 
receiving  the  highest  number  of  votes  on  this  primary  ballot  shall 
be  submitted  in  November  for  a  second  ballot  for  the  election  of 
the  two  members  of  the  Board.  The  two  persons  (or  more  in  the 
case  of  special  vacancies)  then  receiving  the  highest  number  of 
votes  shall  be  declared  elected. 

Section  4.  The  Doard  of  Directors  shall  have  general  charge  of 
the  work  of  the  Society,  shall  appoint  its  own  Chairman,  shall 
appoint  the  Secretary-Treasurer,  and  the  members  of  the  Council. 
It  shall  have  power  to  fill  vacancies  within  its  membership,  until 
a  successor  shall  be  elected  as  prescribed  in  Section  3. 

Section  5.  The  Council  shall  consist  of  the  Board  of  Directors, 
the  chairmen  of  the  Society’s  Yearbook  and  Research  Committees, 
and  such  other  active  members  of  the  Society  as  the  Board  of 
Directors  may  appoint  from  time  to  time. 

Section  6.  The  function  of  the  Council  shall  be  to  further  the 
objects  of  the  Society  by  assisting  the  Board  of  Directors  in 
planning  and  carrying  forward  the  educational  undertakings  of 
the  Society. 

Article  V 

Publications. — The  Society  shall  publish  The  Yearbook  of  the 
National  Society  for  the  Study  of  Education  and  such  supplements 
as  the  Board  of  Directors  may  provide  for. 

Article  VI 

Meetings. — The  Society  shall  hold  its  annual  meetings  at  the  time 
and  place  of  the  Department  of  Superintendence  of  the  National 
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Education  Association.  Other  meetings  may  be  held  when  authorized 
by  the  Society  ,or  by  the  Board  of  Directors. 

Article  YII 

Amendments.  This  constitution  may  be  amended  at  any  annual 
meeting  by  a  vote  of  two-thirds  of  voting  members  present. 


MINUTES  OF  THE  CHICAGO  MEETING  OF  THE  NATIONAL 
SOCIETY  FOR  THE  STUDY  OF  EDUCATION 

(February  23,  26,  and  27,  1924) 

The  first  meeting  of  the  Society  was  a  joint  meeting  with  the 
National  Vocational  Guidance  Association  and  the  Department  of 
Vocational  Education  and  Practical  Arts  of  the  National  Educa¬ 
tion  Association.  Owing  to  errors  made  by  those  in  charge  of  ar¬ 
rangements  at  Chicago,  this  session  could  not  be  held  in  the  Gold 
Room  of  the  Congress  Hotel  as  advertised  and  it  was  necessary 
to  pack  to  the  suffocation  point  the  Florentine  Room  with  its 
nominal  capacity  of  600.  President  Judd  called  the  meeting  to  order 
at  8 :05  Saturday  evening,  February  23rd,  and  after  a  few  words  of 
explanation  concerning  the  matter  of  the  Yearbooks  and  the  eve¬ 
ning’s  program,  introduced  as  presiding  officer  for  the  evening 
Mr.  John  N.  Greer,  Assistant  Superintendent  of  Schools,  Min¬ 
neapolis,  Minnesota,  and  President  of  the  Department  of  Vocational 
Education  and  Practical  Arts  of  the  National  Education  Association. 

The  following  program  was  then  presented,  based  upon  Part  II, 
Section  1  (Vocational  Guidance)  of  the  23rd  Yearbook  of  the 
Society,  entitled  “Vocational  Guidance  and  Vocational  Education 
for  the  Industries” : 

I.  “Recent  Indications  of  Progress  in  Vocational  Guidance.” 

Harry  D.  Kitson,  Professor  of  Psychology,  Indiana  University, 
and  President  of  the  National  Vocational  Guidance  Association. 

II.  “What  Is  the  Guidance  Emphasis  in  Our  Public  Schools?” 

A.  H.  Edgerton,  Supervisor  of  Vocational  Information  and  Guid¬ 
ance,  Teachers  College  and  the  Lincoln  School,  Columbia  Univer¬ 
sity,  New  York  City,  New  York. 

III.  “Outstanding  Demands  for  Guidance  Activities  in  a  City 

System.” 

H.  H.  Bixler,  Director  of  Vocational  Guidance,  Atlanta,  Georgia. 

IV.  “How  the  Problems  of  Guidance  Are  Met  in  a  Small  City.” 

John  Friese,  Technical  High  School,  St.  Cloud,  Minnesota. 

V.  “Training  Programs  for  Those  Who  Are  Responsible  for  Voca¬ 
tional  Guidance.” 

John  M.  Brewer,  Director  of  Bureau  of  Vocational  Guidance, 
Harvard  University,  Cambridge,  Massachusetts. 
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ical  Review  of  Present  Developments'  in  Vocational 
guidance  with  Special  Reference  to  Future  Prospects.” 
George  E.  Myers,  Professor  of  Vocational  Education,  School  of 
Education,  University  of  Michigan,  Ann  Arbor,  Michigan. 
Discussion  : 

Michigan  W°0lIey’  Psycholo£ist,  Merrill-Palmer  School,  Detroit, 

Emery  Filbey,  Dean  of  the  Extension  College,  University  of 
Chicago,  Chicago,  Illinois.  7 

tt  df^8Si0n  from  the  floor  was  Participated  in  by  Mr.  H.  D. 

fc^dt  nf  R  tCagA°’  rtSSt  SUPt  HamiIt°n  °f  Sioux  Cit7’  Mr.  Hum- 
bo.dt  of  Rockford,  Illinois;  Mrs.  Woolley  of  Detroit,  and  others 


The  second  meeting  of  the  Society  was  held  in  the  Gold  Room 
e  Congress  Hotel,  Tuesday,  February  26th  at  8:00  p.  m.  The 
audience  of  some  1200  persons  completely  filled  the  auditorium  and 
tened 1  with  interest  to  the  discussion  of  Part  I  of  the  23rd  Year¬ 
book  of  the  Society,  on  “The  Education  of  Gifted  Children” 
President  Judd  presided  while  the  following  program  was  given:  ’ 

L  “THE  cW-L°nP„THE  C0MMITTEE  on  the  Education  of  Gifted 

Pr°fessor  of  Experimental  Education,  Univer- 
CommitS!  gan;  SeCretary  °f  the  Society>  and  Chairman  of  the 

II.  "Methods  of  Selecting  Superior  Children  in  School.” 
sZtion,  fotXDwr  °f  ‘he  l0Wa  Chi'd  We"are 

"Characteristic  and  Significant  Differences  Between  the  “X” 
and  Z  Pupils  in  the  Detroit  Schools.” 

tvM,  MicWgS:  ASSi“ant  Snpcrvisor  01  Education,  Do- 


III. 


IV. 


V. 


“The  School  Progress  of  Superior  Pupils  Under  a  System  of 
Individual  Instruction.” 

minds0.11  W'  Wa8hburne’  Superintendent  of  Schools,  Winnetka, 

,  SCIENCh^dreT”NCE  BEARING  °N  SPECIAL  Treatment  of  Gifted 

Frank  N  Freeman,  Professor  of  Educational  Psychology  Uni¬ 
versity  of  Chicago,  Chicago,  Illinois.  ’ 
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Discussion  ; 

Harvey  G.  Townsend,  Professor  of  Education,  Smith  College, 
Northampton,  Massachusetts. 

H.  H.  Goddard,  Professor  of  Abnormal  and  Clinical  Psychology, 
Ohio  State  University,  Columbus,  Ohio. 

In  the  discussion  that  ensued,  remarks  were  made  by  Messrs. 
Rugg,  West,  Gary  Myers,  and  Miss  Laura  Zirbes.  There  was  also 
discussion  between  Messrs.  Baldwin  and  Freeman  concerning  cer¬ 
tain  points  which  had  been  introduced  by  Dr.  Freeman  in  his 
paper.  The  discussion  was  concluded  by  Dr.  Whipple. 

Immediately  after  this  program  was  held  the  Business  Meeting 
of  the  Society: 

The  following  changes  in  the  Constitution  of  the  Society  (sections 
not  cited  to  remain  as  at  present)  were  adopted  with  no  dissenting 
vote: 

Article  II 

Object: — Its  purposes  are  to  carry  on  the  investigation  of  educational 
problems,  to  publish  the  results,  and  to  promote  their  discussion. 

Article  III 

Section  2.  Any  person  who  is  desirous  of  promoting  the  purposes  of 
this  Society  is  eligible  to  membership  and  shall  become  such  on  pay¬ 
ment  of  dues  as  prescribed. 

Section  3.  Active  members  shall  be  entitled  to  vote,,  to  participate  in 
discussion,  and  under  certain  conditions,  to  hold  office. 

Article  IV 

Officers: — Section  1.  The  officers  of  the  Society  shall  be  a  Board  of 
Directors,  a  Council,  and  a  Secretary-Treasurer. 

Section  2.  The  Board  of  Directors  shall  consist  of  six  members  of  the 
Society  and  the  Secretary-Treasurer.  Only  active  members  who  have  con¬ 
tributed  to  the  Yearbooks  shall  be  eligible  to  serve  as  directors. 

Section  3.  The  Board  of  Directors  shall  be  elected  by  the  Society  to 
serve  for  three  years,  beginning  on  January  first  after  their  election. 
Two  members  of  the  Board  shall  be  elected  annually  (and  such  addi¬ 
tional  members  as  may  be  necessary  to  fill  vacancies  that  may  have 
arisen). 

This  election  shall  be  conducted  by  an  annual  mail  ballot  of  all  active 
members  of  the  Society.  A  primary  ballot  shall  be  secured  in  October  in 
which  the  active  members  shall  nominate  from  a  list  of  members  eligible 
to  said  Board.  The  names  of  the  six  persons  receiving  the  highest  num¬ 
ber  of  votes  on  this  primary  ballot  shall  be  submitted  in  November  for  a 
second  ballot  for  the  election  of  the  two  members  of  the  Board.  The  two 
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persons  (or  more  in  the  case  of  special  vacancies)  then  receiving  the 
highest  number  of  votes  shall  be  declared  elected. 

Section  4.  The  Board  of  Directors  shall  have  general  charge  of  the 
work  of  the  Society,  shall  appoint  its  own  Chairman,  shall  appoint  the 
Secretary-Treasurer,  and  the  members  of  the  Council.  It  shall  have 
power  to  fill  vacancies  within  its  membership,  until  a  successor  shall  be 
elected  as  prescribed  in  Section  3. 

Section  5.  The  Council  shall  consist  of  the  Board  of  Directors,  the 
chairmen  of  the  Society  s  Yearbook  and  Research  Committees,  and  such 
other  active  members  of  the  Society  as  the  Board  of  Directors  may  ap¬ 
point  from  time  to  time. 

Section  6.  The  function  of  the  Council  shall  be  to  further  the  objects 
of  the  Society  by  assisting  the  Board  of  Directors  in  planning  and  carry¬ 
ing  forward  the  educational  undertakings  of  the  Society. 

Article  V 

For  “Executive  Committee,”  read  “Board  of  Directors.” 

Article  VI 

For  “Executive  Committee,”  read  “Board  of  Directors." 

After  the  adoption  of  these  changes  in  the  Constitution,  the 
following  subsidiary  recommendation  was  unanimously  adopted : 

Subsidiary  Recommendation 

In  order  to  provide  continuity  of  policy  and  personnel,  it  is  recom¬ 
mended  that  the  present  members  of  the  Board  of  Trustees  and  of  the 
Executive  Committee  and  the  retiring  president  constitute  the  Board  of 
Directors  for  1924,  that  is,  until  the  new  plan  shall  go  into  operation, 
and  that  the  present  Secretary-Treasurer  continue  in  office  until  the 
expiration  of  his  present  term  of  appointment. 

It  is  further  recommended  that  on  December  31st,  1924,  two  members 
of  the  then  Board  of  Directors  (as  determined  by  the  Board)  shall 
retire,  and  similarly,  annually,  until  the  full  Board  of  Directors  has  been 
elected  as  provided  by  the  amended  constitution. 

Attention  was  called  by  President  Judd  to  plans  for  future 
Y earhooks.  The  statement  of  these  plans  already  circulated  by  mail 
among  the  active  members  of  the  Society  is  as  follows: 

PLANS  FOR  YFUtBOOKS 

The  officers  of  the  Society  have  prepared  (1)  a  list  of  accepted  Year¬ 
book  topics,  and  (2)  a  list  of  other  Yearbook  topics  under  consideration, 
It  is  further  planned  that  these  lists  may  be  extended  by  the  addition  oi 
topics  proposed  by  active  members  of  the  Society  and  also  by  the  in- 
elusion  of  Yearbook  material  that  may  have  been  initiated  by  other  edu- 
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cational  organizations  which  may  seek  alliance  with  this  Society  for  the 
purpose  of  publication.  This  material  must,  of  course,  have  the  sanction 
of  the  Board  of  Directors,  and  suitable  arrangements  must  be  made  for 
the  co-operation  of  the  Society’s  representatives.  It  is  hoped  that  funds 
for  subsidizing  certain  of  the  Society’s  undertakings  may  be  secured  in 
the  form  of  subventions  from  various  organizations  that  are  devoted  to 
the  facilitation  of  research  in  education. 

1.  Accepted  Yearbook  Topics 
I.  Methods  of  Teaching 

II.  Individualized  Instruction 

III.  The  Limitations  of  Training 

IV.  The  Technique  of  Curriculum  Making 

V.  The  Education  of  Gifted  Children  (continuation  of  present  com¬ 
mittee) 

2.  Yearbook  Topics  under  Consideration 

VI.  Remedial  Training  of  Speech  Defectives  in  the  Public  Schools 

VII.  Methods  of  Learning  in  High-School  Subjects 

VIII.  Elimination  and  Retardation  (Promotion  and  Non-Promotion) 

IX.  The  Psychology  and  Pedagogy  of  Special  Abilities  and  Disabil¬ 
ities 

X.  Personnel  Problems  in  College  Administration 

XI.  The  Development  of  Musical  Appreciation  in  the  Public  School 

XII.  The  Non-Intellectual  (Dynamic)  Traits  of  Personality 

XIII.  Studies  of  the  Several  School  Subjects 

Members  of  the  Society  who  desire  to  co-operate  actively  in  any  of 
these  undertakings  are  invited  to  notify  the  Secretary  to  that  effect. 
Members  who  wish  to  see  other  topics  undertaken  are  invited  to  forward 
to  the  Secretary  detailed  statements  of  such  problems,  including  an  out¬ 
line  of  the  methods  by  which  it  is  proposed  to  attack  their  solution. 

On  motion  of  the  Secretary,  honorary  membership  was  unani¬ 
mously  voted  James  H.  Van  Sickle,  now  of  Dade  City,  Florida,  who 
relinquished  the  superintendency  of  schools  at  Springfield,  Massa¬ 
chusetts,  August  31,  1923,  and  who  has  for  many  years  been 
actively  interested  in  the  welfare  of  this  Society  and  its  under¬ 
takings. 

On  motion  of  the  Secretary,  the  Society  adopted  by  a  unanimous 
rifling  vote,  the  following  resolutions: 

Whereas,  death  has  removed  from  the  National  Society 
for  the  Study  of  Education,  Stephen  S.  Colvin,  a  man  who 
has  for  many  years  served  the  Society  as  a  member  of 
its  Executive  Committee,  as  a  contributor  to  its  Yearbooks 
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of  thoughtful  and  stimulating  articles,  and  as  an  earnest 
advocate  of  its  professional  aims ; 

Be  It  Resolved  :  That  this  Society,  at  its  annual  meeting 
held  at  Chicago,  F ebruary  26,  1924,  hereby  bears  witness  to 
its  deep  appreciation  of  Professor  Colvin’s  services  to  the 
Society,  to  its  admiration  for  his  rare  personal  qualifica¬ 
tions  as  a  teacher,  an  investigator,  and  a  leader  in  educa¬ 
tional  thought,  and  to  its  sense  of  abiding  loss  which  his 
death  has  brought  to  us,  his  fellow-workers. 

Be  It  Also  Resolved  :  That  these  resolutions  be  entered 
upon  the  minutes  of  this  meeting,  and  that  a  copy  of  them 
be  sent  to  Professor  Colvin’s  family. 

On  motion,  the  business  meeting  then  adjourned. 


The  third  meeting  of  the  Society,  held  in  the  Cameo  Room  of 
the  Morrison  Hotel,  Wednesday,  February  27th,  at  2:15  p.  m.,  was 
a  joint  meeting  of  the  Society  and  the  Department  of  Vocational 
Education  and  Practical  Arts  of  the  National  Education  Associa¬ 
tion.  This  meeting  was  devoted  to  a  discussion  of  Section  2, 
Part  II  (Vocational  Education  for  the  Industries)  of  the  Twenty- 
third  Yearbook  of  the  Society,  prepared  under  the  Chairmanship 
of  A.  H.  Edgerton,  and  entitled  “Vocational  Guidance  and  Voca¬ 
tional  Education  for  the  Industries.” 

President  Judd  called  the  meeting  to  order  and,  after  brief  intro¬ 
ductory  remarks,  turned  the  meeting  over  to  the  Chairmanship  of 
Superintendent  Greer. 

Save  for  the  absence  of  Mr.  Prosser,  the  following  program  waa 
given  as  scheduled: 

1.  “Present  Trends  and  Friendly  Enemies  of  Industrial  Educa¬ 
tion." 

A.  H.  Edgerton,  Supervisor  of  Vocational  Information  and  Guid¬ 
ance,  Teachers  College  and  the  Lincoln  School,  Columbia  Uni¬ 
versity,  New  York  City,  New  York. 

II.  “Provisions  for  Industrial  Education  in  the  Public  Schools” 
Howard  Briggs,  Director  of  Vocational  Education,  Cleveland, 

III.  “What  Is  the  Place  of  Analysis  in  Vocational  Curriculum 
Building?” 

Harry  D.  Kitson,  Professor  of  Psychology,  Indiana  University, 
and  President  of  the  National  Vocational  Guidance  Association! 
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IV.  “How  Does  the  Instruction  in  Vocational  Schools  Provide  for 
Individual  Differences?” 

Robert  H.  Rodgers,  Bureau  of  Vocational  Teacher  Training,  Mil¬ 
waukee,  Wisconsin. 

V.  “What  Methods  Are  Used  for  Training  Workers  in  Industry?” 

Charles  Prosser,  Director  of  William  Hood  Dunwoody  Institute, 
Minneapolis,  Minnesota. 

VI.  “What  Is  the  Future  Outlook  for  Industrial  Education  in  the 

United  States?” 

K.  G.  Smith,  State  Department  of  Public  Instruction,  Lansing, 
Michigan. 

Discussion  : 

J.  G.  Collicott,  Superintendent  of  Schools,  Columbus,  Ohio. 

Erwin  E.  Lewis,  Superintendent  of  Schools,  Flint,  Michigan. 

Dr.  Snedden  joined  Superintendent  Collicott  and  Superintendent 
Lewis  in  the  discussion. 


Guy  M.  Whipple,  Secretary. 


SYNOPSIS  OF  THE  PROCEEDINGS  OF  THE 
BOARD  OF  DIRECTORS 

At  the  behest  of  Hie  Board  of  Directors,  the  Secretary  has  pre¬ 
pared  the  following  synopsis,  in  order  that  the  members  of  the 
Society  may  be  informed  concerning  the  acts  and  policies  of  those 
who  are  directing  the  Society.  The  synopsis  does  not  comprise  all 
the  business  transacted  by  the  Board,  since  numerous  matters  of 
minor  importance  have  been  omitted  entirely. 

First  Meeting  of  the  Board 
(Cleveland,  Ohio,  April  13,  1924.) 

Those  present  were:  Messrs.  Judd,  Koos,  Lord,  Rugg,  Whipple. 

Those  absent  were:  Messrs.  Courtis,  Holmes. 

(1)  In  connection  with  requests  from  several  persons  for  permis¬ 
sion  to  quote  excerpts  from  the  Society’s  Yearbooks,  it  was  voted 
that  in  general  there  should  be  a  liberal  policy  in  granting  permis¬ 
sion  to  quote  from  the  Yearbooks,  but  that  all  persons  who  quoted 
material  should  be  asked  to  give  specific  reference  to  author,  volume, 
date,  chapter,  and  page,  and,  when  the  excerpts  were  at  all  lengthy, 
to  add  some  statement  calling  the  attention  of  the  reader  to  the 
desirability  of  referring  to  the  original  material. 

(2)  The  Secretary  and  Dr.  Judd  were  appointed  representatives 
on  the  Council  of  the  A.  A.  A.  S. 

(3)  A  communication  from  Dr.  Chadsey  requested  that  the  Society 
consider  the  adoption  of  a  resolution  favoring  the  policy  on  the  part 
of  school  boards  and  superintendents  of  releasing  teachers  in  service 
from  some  portion  of  their  ordinary  duties  when  they  were  engaged 
in  professional  undertakings.  It  was  voted  that  the  Directors  recom¬ 
mend  such  a  resolution  for  favorable  action  at  the  1925  meeting, 
and  Dr.  Rugg  was  requested  to  draw  up  a  resolution  for  presenta¬ 
tion  at  that  time. 

(4)  A  communication  from  the  United  States  Commissioner  of 
Education  having  requested  the  Society  to  send  a  representative  if 
possible,  to  the  Pedagogical  Congress  to  be  held  at  Santiago,  Chile, 
in  the  summer  of  1925,  it  was  voted  that  the  Directors  bring  the 
attention  of  the  Society,  at  its  next  meeting,  to  this  Congress  and 
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that  we  offer  our  credentials  to  any  member  that  might  be  able  to 
attend. 

(5)  The  Directors  authorized  expenditures  for  1924-25  (12 
months)  as  follows: 


Secretary’s  Office  . $2,250.00 

Printing  New  Yearbooks .  4,500.00 

Reprinting  Various  Yeamooks .  1,700.00 

Expenses  of  Directors’  Meetings .  600.00 

Expenses  of  Yearbook  Committees: 

Yearbook  on  Curriculum .  800.00 

Yearbook  on  Method .  500.00 

Yearbook  on  Training .  700.00 

Yearbook  on  Individual  Instruction .  150.00 


(Q)  W.  S.  Gray  reported  satisfactory  progress  on  the  part  of  his 
Committee  on  Reading  and  promised  the  completed  manuscript 
for  publication  in  1925. 

(7)  H.  O.  Rugg  outlined  at  some  length  his  plans  for  a  Yearbook 
on  “The  Technique  of  Curriculum  Making”  and  there  was  general 
discussion  concerning  its  contents. 

(8)  C.  W.  Washburne  was  asked  to  draw  up  a  more  extended  out¬ 
line  of  the  Yearbook  which  he  had  already  sketched  informally  on 
the  subject  of  “Individual  Instruction.”  He  was  asked  also  to  pre¬ 
sent  a  list  of  the  members  of  the  committee  and  urged  to  plan  this 
book  for  printing  in  1926. 

(9)  The  Board  went  on  record  as  urging  Mr.  Courtis  to  push 
the  work  on  the  Yearbook  dealing  with  “Methods”  as  rapidly  as 
possible  and  appropriated  $500.00  towards  the  expenses  of  the 
committee. 

(10)  L.  M.  Terman  was  asked  to  report  as  soon  as  possible  con¬ 
cerning  a  list  of  members  for  a  committee,  to  be  headed  by  himself, 

prepare  a  Yearbook  on  “The  Limitations  of  Training”  and  a 
not  to  exceed  $700.00  was  allowed  for  holding  an  early  meeting 
of  this  committee. 

(11)  The  committee  which  had  prepared  the  Yearbook  on  “Gifted 
Children”  under  the  chairmanship  of  G.  M.  Whipple,  requested  that 
the  committee  be  continued  indefinitely  with  the  hope  that  after 
several  years  it  might  be  possible  to  present  another  Yearbook 
supplementing  the  one  prepared  by  this  committee  in  1924. 
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(12)  Charles  S.  Berry  having  reported  that  he  found  it  for  the 
present  inadvisable  to  prepare  a  Yearbook  on  “Special  Abilities 
and  Disabilities,”  the  Board  voted  that  no  action  be  taken  for  the 
present  in  connection  with  this  Yearbook. 

(13)  “A  Report  on  Colleges  of  Liberal  Arts,”  prepared  by  F.  J. 
Kelly,  which  had  been  previously  submitted  for  consideration  as 
a  Yearbook  had  since  then  been  given  publication  in  other  journals, 
so  this  topic  was  stricken  from  the  list  of  proposed  Yearbooks. 

(14)  The  Yearbook  on  “Musical  Appreciation”  had  been  sug¬ 
gested  by  G.  M.  Whipple,  who  reported  that  he  was  not  ready  at 
present  to  make  definite  proposals,  but  wished  the  topic  continued 
on  the  list  of  possible  Yearbooks  for  future  consideration. 

(15)  Communications  having  been  received  from  Ernest  Burn¬ 
ham,  Norman  Frost,  and  Harold  Van  Buren  concerning  the  de¬ 
sirability  of  a  Yearbook  dealing  with  “Rural  Education,”  Mr.  Burn¬ 
ham  was  requested  to  submit  a  more  detailed  account  of  such  a 
Yearbook  for  presentation  at  the  fall  meeting  of  the  Board. 

(16)  Communications  were  read  from  John  L.  Horn,  of  Mills 
College,  suggesting  a  Yearbook  on  “Speech  Defectives.”  The  Board 
felt  that  this  topic  would  probably  interest  a  comparatively  small 
number  of  our  readers  and  would,  furthermore,  be  better  under¬ 
taken  by  some  other  agency  than  this  Society. 

(17)  Communications  from  Earle  Rugg  concerning  the  desir¬ 
ability  of  a  Yearbook  dealing  with  “Extra-Class  Activities”  were 
read  and  discussed.  The  Directors  requested  L.  V.  Koos  to  com¬ 
municate  with  Mr.  Rugg  and  others  and  to  bring  to  the  fall  meeting 
a  possible  program  for  this  Yearbook. 

(18)  The  Secretary  reported  his  correspondence  with  respect  to 
Yearbooks  and  co-operation  in  their  preparation  had  with  the  fol¬ 
lowing  persons:  F.  R.  Pauly,  L.  C.  Sears,  P.  F.  Finner,  W.  T. 
Sanger,  Leo  Horst,  A.  R.  Mead,  Frances  F.  Bernard,  Mary  L. 
Patrick,  E.  F.  Buchner,  Lida  B.  Earhart,  Agnes  L.  Rogers,  Lucia 
B.  Mirrielees,  and  Edward  Rynearson. 

The  Board  expressed  its  appreciation  of  the  excellent  spirit  of 
co-operation  shown  by  these  members. 

(19)  On  the  basis  of  the  decision  made  with  respect  to  the  fore¬ 
going  Yearbooks,  the  Directors  proposed  that  certain  general  prin- 
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eiples  should  be  regarded  as  controlling  the  organization  and  opera¬ 
tion  of  the  Yearbook  committees  in  general.  These  general  principles 
included  the  following: 

(a)  All  Yearbooks  must  be  passed  upon  and  specifically  author¬ 
ized  by  the  Board  of  Directors  before  they  become  official  under¬ 
takings  of  the  Society. 

(b)  The  chairman  of  each  Yearbook  committee,  having  been  ap¬ 
pointed  by  the  Board  of  Directors,  is  expected,  as  soon  thereafter 
as  feasible,  to  propose  to  the  Board  the  names  of  the  persons  whom 
he  desires  to  have  form  the  personnel  of  his  committee,  and  these 
appointments  must  have  the  sanction  of  the  Board  to  become  official. 

(e)  The  chairman  may  make  use  of  the  services  of  other  persons 
than  the  authorized  committee  members,  both  in  consultation  and 
in  contributing  to  the  Yearbook,  but  these  additional  persons  are 
to  be  regarded  as  “associates”  of  the  official  committee,  not  as 
“members”  of  it. 

(d)  Funds  appropriated  for  the  holding  of  committee  meetings 
may  be  used  to  cover  the  travelling  expenses  of  committee  mem¬ 
bers,  but  not  of  associates. 

(e)  The  Society  will  not  be  liable  for  expenses  incurred  by  com¬ 
mittee  chairmen  in  excess  of  the  amounts  specified  for  each  com¬ 
mittee  by  the  Board  of  Directors. 

(f)  Committee  chairmen  are  expected  to  use  reasonable  care  to 
arrange  their  committee  meetings  with  respect  to  number,  time, 
and  place  in  such  a  way  as  to  conserve  the  financial  resources  of  the 
Society. 

(g)  Each  committee  chairman  is  to  present  to  the  Board  of 
Directors  at  its  annual  fall  meeting  a  report  of  progress  upon  the 
work  going  on  under  his  direction. 

(h)  Every  effort  should  be  made  to  present  at  the  fall  meeting 
of  the  Board  of  Directors  (to  be  held  on  or  about  October  1st  when¬ 
ever  possible)  as  complete  a  formulation  as  possible  of  any  Yearbook 
which  it  is  proposed  to  publish  for  the  meeting  of  the  Society  to  be 
held  the  February  following. 

(20)  C.  H.  Judd  was  unanimously  elected  Chairman  of  Hie  Board 
of  Directors,  to  serve  until  December  31,  1924, 

(21)  C.  H.  Judd  and  H.  W.  Holmes  were  selected  as  the  two 
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members  to  retire  December  31,  1924 — retiring  members  being, 
under  the  Constitution,  eligible  for  re-election. 

(22)  The  Secretary  was  requested  to  present  at  the  fall  meeting 
arguments  for  and  against  the  continuance  of  the  present  forms 
of  membership. 


Second  Meeting  of  the  Board 
(Chicago,  Illinois,  November  8,  1924.) 

Present:  Messrs,  Courtis,  Holmes,  Judd,  Koos,  Lord,  Rugg, 
Whipple. 

(1)  The  “Announcement,”  as  proposed  for  printing  by  the 
Secretary,  was  approved. 

(2)  A  request  for  rates  for  advertising  space  in  the  Yearbook  was 
received.  The  Directors  approved  the  reply  which  had  been  made 
by  the  Secretary  to  the  effect  that  advertising,  except  for  the  list 
of  the  Society’s  own  publications,  was  contrary  to  precedent  and  to 
the  spirit  of  the  Society’s  Yearbooks. 

(3)  Correspondence  was  submitted  between  the  Chairman  and 
Secretary  of  the  Board  and  officials  of  Section  Q  of  the  A.  A.  A.  S. 
The  Board  endorsed  the  position  taken  by  its  representatives  to 
the  effect  that  it  seemed  undesirable  to  arrange  for  a  formal  meet¬ 
ing  of  this  Society  in  December  in  affiliation  with  Section  Q. 

(4)  It  was  voted  that  the  list  of  active  members  to  be  printed 
in  the  Yearbook  should  hereafter  be  made  up  of  active  members 
of  the  Society  as  of  December  31st  of  the  preceding  year,  rather 
than  limit  it  to  those  who  had  at  that  time  paid  their  dues  in  advanee 
for  the  following  year. 

(5)  The  Secretary  and  H.  W.  Holmes  were  made  a  committee 
with  power  to  arrange  a  contract  with  the  Atlantic  Printing  Com¬ 
pany  for  the  printing  of  the  1925  Yearbooks. 

(6)  It  was  voted  to  enter  on  the  minutes  as  a  matter  of  record, 
the  Secretary’s  statement  concerning  progress  being  made  in  de¬ 
veloping  his  office  to  a  point  where  it  might  operate  independently  of 
any  connection  with  institutions  to  which  he  might  be  attached. 
The  Secretary’s  report  also  showed  that  the  time  expended  by  him 
upon  the  Society’s  business  averaged  more  than  ten  hours  a  week. 

H)  It  was  voted  that  the  budget  for  each  calendar  year  be  voted 
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at  the  fall  meeting  preceding  that  year;  also  that  as  a  matter  of 
policy,  funds  appropriated  for  a  budget  are  to  be  regarded  as 
charges  against  the  Society — that  is,  as  not  available  for  any  other 
activity  than  the  one  for  which  they  have  been  appropriated. 

(8)  It  was  estimated  that  $3,850.00  was  already  committed  as 
possible  expenditures  prior  to  January  1,  1925,  of  which  amount 
$2,200.00  was  still  tied  up  in  the  form  of  appropriations  made  to 
Yearbook  committees.  In  addition,  the  following  budget  was  voted 
for  1925: 


For  the  Secretary’s  Office .  $2,500.00 

For  Meetings  of  the  Board  of  Directors .  1,320.00 

Foj?  Printing  and  Distributing  Yearbooks . . .  8,500.00 

For  further  expenses  of  Yearbook  Committees .  850.00 


(9)  It  was  voted  not  to  include  in  the  final  ballot,  to  be  mailed 
to  the  active  members  for  the  election  of  two  members  of  the 
Board,  any  statements  concerning  the  professional  activities  of  the 
persons  named  in  the  ballot.  It  was  also  voted  that  the  signatures 
of  active  members  be  not  required  in  returning  these  ballots. 

(10)  Correspondence  was  reported  by  the  Secretary  dealing  with 
the  protests  which  had  been  made  concerning  the  policy  of  the 
Society  in  the  election  of  its  Board  of  Directors.  The  Board  voted 
unanimously  that  no  further  action  need  be  taken  concerning  the 
matter  raised  in  this  correspondence. 

(11)  On  the  basis  of  a  summary  of  the  arguments  for  and  against 
continuing  the  present  forms  of  membership,  it  was  unanimously 
voted  that  no  change  be  made  in  these  forms,  but  that  so  far  as 
possible  the  desirability  of  active  membership  be  increased  by 
offering  to  active  members  various  types  of  service  and  oppor¬ 
tunities  in  addition  to  the  privileges  they  already  enjoy. 

(12)  C.  W.  Washburne  submitted  a  typewritten  outline  of  a  Year¬ 
book  on  “Adapting  the  Schools  to  Individual  Differences.”  The 
Board  authorized  the  publication  of  this  Yearbook  in  1925  and  ap¬ 
propriated  not  to  exceed  $200.00  (in  place  of  the  $150.00  previously 
appropriated)  for  the  expenses  of  preparing  this  Yearbook  for 
publication.  It  was  further  voted  that  in  arranging  the  program 
fur  this  Yearbook  an  effort  be  made  to  secure  30  minutes  of  free 
discussion  from  the  floor,  and  that  a  summary  of  the  salient  eon- 
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tentions  of  the  Yearbook  be  mailed  in  November  to  active  members 
of  the  Society  for  the  purpose  of  stimulating  this  discussion. 

(18)  W.  S.  Gray  submitted  an  outline  of  the  Yearbook  on 
“Reading.”  It  was  voted  that  this  be  printed  in  1925  and  that  a 
similar  effort  be  made,  as  in  the  case  of  the  foregoing  Yearbook, 
to  secure  active  discussion  of  its  contents  from  the  floor  at  the 
annual  meeting. 

(14)  H.  0.  Rugg  reported  progress  made  by  the  committee  of 
which  he  is  chairman,  in  preparation  of  a  Yearbook  on  the  “Tech¬ 
nique  of  Curriculum  Making,”  and  similar  reports  were  made  for 
their  respective  committees  by  Messrs.  Courtis,  Terman,  and  Koos. 
(Statements  concerning  these  Yearbooks  appear  elsewhere  in  this 
volume.) 

The  Board  appropriated  a  sum  not  to  exceed  $800.00  for  the 
use  of  the  Committee  on  “Extra-Class  Activities”  with  the  expecta¬ 
tion  that  this  Yearbook  would  be  ready  for  printing  in  1927. 

(15)  Correspondence  was  read  by  C.  H.  Judd  and  Miss  Hoefer 
concerning  the  possibility  of  a  Yearbook  dealing  with  “Health  Edu¬ 
cation.”  It  was  voted  that  in  view  of  our  present  commitments  and 
of  the  numerous  agencies  that  might  better  undertake  the  assem¬ 
bling  of  material  on  this  topic,  that  we  should  not  undertake  a  Year¬ 
book  on  “Health  Education.” 

(16)  A  proposal  from  Mr.  Gary  Myers  suggesting  a  Yearbook 
on  “The  Prevention  of  Errors”  was  acted  upon  similarly  to  the 
foregoing  proposal. 

(17)  The  Secretary  suggested  that  a  Yearbook  on  “Mental 
Hygiene  and  the  Schools”  ought  to  meet  a  ready  reception,  and 
outlined  his  ideas  of  its  contents.  The  Secretary  was  requested  to 
communicate  with  various  persons  and  report  at  the  next  meeting 
of  the  Board  concerning  the  feasibility  of  such  a  Yearbook. 

(18)  It  was  voted  that  the  next  meeting  of  the  Directors  be 
held  Saturday,  February  1,  1925,  in  connection  with  the  session  of 
the  National  Education  Association,  and  that  there  be  a  regular 
meeting  in  the  fall,  in  October  or  November.  The  decision  as  to 
whether  there  should  also  be  a  meeting  in  May  was  deferred  to 
the  February  meeting. 

'  (19)  It  was  voted  that  the  Chairman  of  each  Yearbook  com- 
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mittee  be  asked  to  report  at  each  fall  meeting,  showing  the  progress 
of  his  committee  during  the  past  year  and  citing  its  needs  for  the 
ensuing  year. 

(20)  It  was  voted  that  the  clerical  expenses  of  committees  be 
regarded  as  a  legitimate  charge  against  the  appropriation  of  these 
committees,  in  addition  to  the  travelling  expenses  incurred  in  hold¬ 
ing  meetings  of  the  committees. 

(21)  In  view  of  a  suggestion  that  one  of  the  Yearbooks  be  dedi¬ 
cated  to  an  individual,  it  was  unanimously  voted  that,  as  a  matter 
of  policy,  the  Board  does  not  favor  the  adoption  of  this  suggestion. 

(22)  C.  H.  Judd  was  requested  by  the  Board  to  prepare,  for  pres¬ 
entation  at  the  February  meeting,  resolutions  on  the  death  of  S.  C. 
Parker,  who  had  been  prominently  connected  with  the  Society  for 
many  years. 

(23)  It  was  voted  that  the  selection  of  the  presiding  officers  for 
the  February  meeting  be  left  to  C.  H.  Judd,  with  power. 


REPORTS  ON  YEARBOOKS  IN  PREPARATION 

In  order  that  members  of  the  Society  may  be  informed  concern¬ 
ing  the  activities  that  are  in  progress  in  the  preparation  of  forth¬ 
coming  Yearbooks,  the  chairman  of  each  of  the  committees  now 
definitely  under  way  has  been  requested  by  the  Board  of  Directors 
to  present  brief  reports  to  indicate  the  purpose  and  scope  of  las 
Yearbook ,  the  method  of  procedure  that  is  being  followed,  and  the 
progress  that  has  been  made.  Members  of  the  Society  are  once  more 
urged  to  communicate  freely  with  these  chairmen  upon  any  of  the 
matters  here  set  forth,  to  the  end  of  making  each  Yearbook  a  truly 
co-operative  undertaking. 

I 

The  Yearbook  on  “The  Technique  op  Curriculum-Making"* 

Chairman:  Dr.  Harold  O.  Rugg,  The  Lincoln  School  of  Teachers 

College,  New  York  City. 


The  committee  in  eharge  of  the  preparation  of  this  Yearbook, 
which  is  expected  for  publication  in  1926,  consists  of  Messrs! 
Franklin  Bobbitt,  F.  G.  Bonser,  W.  W.  Charters,  Ernest  Horn, 
W.  H.  Kilpatrick,  and  Harold  Rugg,  chairman.  A  meeting  of  some 
members  of  the  committee  was  held  in  April,  and  of  others  of  the 
committee  in  September,  1924. 

The  intention  of  the  committee  is  to  put  forth  a  critical  study, 
frankly  theoretical,  organized  around  a  series  of  moot  questions. 
The  assembling  of  previous  research  studies  on  the  curriculum  was 
originally  contemplated,  but  is  now  abandoned  because  this  has  now 
been  done  by  the  Curriculum  Commission  of  the  National  Educa¬ 
tion  Association.  An  account  may,  however,  be  included  of  actual 
curriculum-making  now  going  on  in  public  school  systems.  The 
introductory  material  will  include  some  discussion  of  the  strategic 
importance  of  the  curriculum,  an  account  of  the  scientific  move¬ 
ment  in  curriculum-making  and  the  contribution  of  the  “free- 
school”  movement.  The  body  of  the  Yearbook,  however,  will  center 
upon  the  “how"  of  curriculum-making — how  objectives  shall  be 

*  In  the  absence  a£  any  statement  from  the  Chairman,  this  account 
has  been  prepared  by  the  Secretary  on  the  basis  of  notes  taken  of  a 
statement  by  Dr.  Rugg  to  the  Board  of  Directors. 

329 


330 


THE  TWENTY-FOURTH  YEARBOOK 


determined,  how  materials  shall  be  selected,  how  modes  of  organiza¬ 
tion  shall  be  determined,  and  how  the  grade-placement  of  materials 
shall  be  determined.  An  annotated  bibliography  will  be  prepared. 

II 

The  Yearbook  on  “Methods  of  Measuring  the  Efficiency  of 

Teaching” 

Chairman:  Stuart  A.  Courtis,  School  of  Education,  University  of 
Michigan,  Ann  Arbor,  Michigan. 

The  advances  made  possible  by  the  scientific  study  of  educational 
problems  have  served  to  direct  the  attention  of  certain  groups  of 
educational  workers  to  method  in  a  new  way.  On  the  basis  of  certain 
evidence,  the  hypothesis  has  been  formulated  that  “the  value  of 
what  a  child  learns  is  determined  almost  completely  by  the  way  he 
learns  it;”  that  is,  by  the  method  of  teaching  employed.  The  ‘new’ 
education,  which  throughout  the  world  is  winning  advocates  at  an 
astonishingly  rapid  rate,  is  characterized  by  changes  in  classroom 
procedure  far  more  radical  than  those  in  subject  matter.  If  the 
claims  made  for  the  effect  of  method  should  prove  to  be  well 
founded,  then  as  revolutionary  a  transformation  is  likely  to  take 
place  in  education  as  took  place  when  astrology  changed  to  astron¬ 
omy  and  alchemy  to  chemistry.  The  problem  of  method  would,  for 
our  age,  become  the  crucial  problem  in  education. 

The  committee  having  this  Yearbook  in  charge  proposes  to  deter¬ 
mine  the  validity  of  the  fundamental  hypothesis  quoted  above.  The 
problem  resolves  itself  into  two  parts,  each  of  which  should  result 
in  a  yearbook.  The  first  need  is  for  reliable  means  of  determining 
the  method  of  teaching  being  used  by  a  teacher  and  the  degree  of 
skill  with  which  it  is  used.  The  second  need  is  for  reliable  means  of 
measuring  the  various  aspects  of  the  effects  produced  and  thus  de¬ 
termining  the  efficiency  of  the  teaching  from  the  various  points  of 
view. 

The  law  of  the  single  variable  demands  that,  in  the  final  measure¬ 
ment  of  comparative  efficiency,  method  be  the  only  variable  factor. 
This  means  that  teachers  using  different  methods  must  be  of  com¬ 
parable  degrees  of  skill  in  the  control  of  their  method.  It,  means  also 
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the  clear  recognition  of  a  fact,  too  often  ignored  in  educational  ex¬ 
perimentation,  that  the  product  of  teaching  effort  has  many  aspects 
and  that  no  measurement  of  comparative  efficiency  is  valid  which 
does  not  include  comparison  of  the  effects  produced  in  all  the  signifi¬ 
cant  aspects. 

Specifically,  the  work  of  the  committee  will  consist  of  the  fol¬ 
lowing  : 

1.  Determination  of  the  significant  objective  characteristics  of 
the  various  methods  of  teaching  (question-and-answer  method, 
project,  problem,  lecture  method,  etc.)  and  of  methods  of  analysis, 
classification,  and  identification. 

2.  Construction  of  scales  for  the  measurement  of  teachers’  skill 
in  the  use  of  the  various  methods. 

3.  Determination  of  the  significant  products  of  teaching  effort 
(as  for  a  particular  lesson  in  arithmetic,  knowledge  of  how  to  add 
fractions,  skill  in  adding  fractions,  initiative  to  use  the  skill  in 
appropriate  life  situations,  etc.). 

4.  Construction  of  valid  tests  for  the  measurement  of  each  of  the 
significant  products. 

5.  Measurement  of  the  comparative  efficiency  of  the  various 
methods  of  teaching  in  terms  of  the  products  determined  upon. 

6.  Evaluation  of  results  from  the  point  of  view  of  the  determina¬ 
tion  of  the  contributions  of  method  to  results. 

The  various  phases  of  the  work  of  the  committee  differ  greatly  in 
their  difficulty  and  in  the  time  that  will  be  required  to  complete 
them.  The  first  step  is  comparatively  simple.  The  second  is  only 
slightly  more  difficult.  It  is  expected  that  these  parts  of  the  commit¬ 
tee’s  work  will  be  ready  for  publication  in  1926.  The  third,  fourth, 
and  fifth  steps  call  for  the  solution  of  many  puzzling  problems,  and 
while  the  committee  hopes  to  have  further  results  to  report  by  1927, 
no  definite  time  can  be  set  at  present  for  the  completion  of  the  entire 
labors  of  the  committee. 

All  persons  willing  to  co-operate  with  the  committee  by  attempt¬ 
ing  objective  definition  and  analysis  of  teaching  procedure  or  by 
reporting  actual  observation  of  lessons  under  the  conditions  laid 
down  by  the  committee  are  requested  to  write  to  the  chairman,  de¬ 
scribing  the  type  of  assistance  they  are  willing  to  render. 
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III 

The  Yearbook  on  the  “Possibilities  and  Limitations  of 

Training” 

Chairman:  Dr.  Lewis  M.  Terman,  Stanford  University, 

California 


The  committee  on  the  1927  Yearbook,  consisting  of  Bagley, 
Baldwin,  Brigham,  Freeman,  Pintner,  Whipple,  and  Terman  (chair¬ 
man),  met  at  Chicago  on  November  9,  1924,  and  outlined  its 
program  of  work.  This  Yearbook  will  be  devoted  entirely  to  in¬ 
vestigations  on  the  Possibilities  and  Limitations  of  Training.  It  is 
the  ancient  question  of  nature  versus  nurture,  with  special  reference 
to  their  influence  upon  the  scores  earned  in  intelligence  and  achieve¬ 
ment  tests.  The  committee  regards  most  of  the  studies  which  have 
been  made  in  this  field  as  ambiguous  and  believes  that  the  problem 
should  be  taken  up  anew  in  investigations  which  would  be  more 
conclusive. 

The  issues  involved  are  of  such  fundamental  importance  in  educa¬ 
tion  that  the  committee  hopes  it  may  be  possible  to  enlist  the  co¬ 
operation  of  many  investigators.  The  paragraphs  which  follow  in¬ 
dicate  types  of  experiments  that  might  be  expected  to  throw  light 
on  the  problem.  The  list  is  not  intended  to  be  exhaustive.  Perhaps 
other  lines  of  attack,  even  more  promising,  will  be  found.  Minor 
studies  can  be  published  in  the  Yearbook  in  full.  More  extensive 
investigations  could  be  published  separately  in  monograph  or  book 
form  and  be  merely  summarized  in  the  Yearbook.  Manuscript  for 
the  1927  Y earbook  should  reach  the  chairman  by  September  1,  1926. 

1.  Freeman  and  Terman  have  secured  a  grant  from  the  Common¬ 
wealth  Fund  for  a  co-operative  study  of  adopted  children.  Freeman 
will  compare  the  mental  resemblance  between  adopted  children  and 
cheir  true  sibs  with  that  obtaining  between  adopted  children  and 
their  foster  sibs.  Terman  will  compare  true  parent-true  child  re¬ 
semblance  with  foster  parent-adopted  child  resemblance.  Both 
Freeman  and  Terman  will  welcome  the  co-operation  of  other  in¬ 
vestigators.  Terman  is  using  only  foster  children  who  were  adopted 
in  the  first  year  of  life  by  persons  who  had  no  knowledge  of  fH*»ir 
heredity. 
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2.  Studies  should  be  made  of  the  effect  on  achievement  and  intel¬ 
ligence  scores  of  intensive  training  in  the  school  subjects  or  in 
mind-training  exercises.  Groups  thus  trained  for  6  to  12  months 
should  be  compared  with  control  groups  of  eq&al  ability  at  the 
beginning. 

3.  Intelligence  tests  should  be  given  to  relatively  uneducated 
groups  of  children  and  followed  by  re-tests  of  the  children  after 
they  have  been  subjected  to  good  educational  influences.  Children 
entering  school  from  exceptionally  ignorant  homes  might  be  given 
B-S  tests  at  school  entrance  and  again  after  a  year  of  schooling. 
Children  adopted  from  poor  homes  into  good  homes  might  be  fol¬ 
lowed  up  and  retested.  In  all  such  experiments  children  of  foreign 
parentage  should  be  excluded. 

4.  Detailed  clinical  studies  should  be  made  of  the  results  &i 
special  tutoring  of  individual  cases  of  low  I.Q.  It  is,  of  course, 
important  that  the  progress  made  by  such  cases  be  rigidly  checked 
up  by  objective  methods. 

5.  Studies  should  be  made  of  the  success  with  which  children  of 
given  mental  ages  can  be  taught  material  commonly  considered  too 
advanced  for  those  mental  ages.  Examples :  reading  at  mental  age  4, 
multiplication  table  at  mental  age  6,  fractions  at  mental  age  6  or  7, 
map  reading  at  mental  age  7,  “lessons”  from  fables  or  stories  at 
mental  age  8,  reversing  hands  of  clock  at  mental  age  9,  etc. 
Obviously,  there  is  room  for  any  number  of  experiments  in  this  line. 

6.  It  is  extremely  desirable  to  compare  the  relative  influence  on 
pupils’  intelligence  and  achievement  scores  of  such  factors  as 
(a)  teacher  training,  teacher  expertness,  teacher  salary  schedules, 
teacher  experience,  etc.,  and  (b)  mental  age  of  the  pupils. 

7.  Studies  should  be  made  of  the  relative  influence  of  mental  age 
and  length  of  school  attendance  upon  achievement  as  measured  by 
reliable  and  valid  educational  tests.  Among  1000  ten-year-olds 
(excluding  children  of  foreign  parents)  the  length  of  school  at¬ 
tendance  would  probably  range  from  a  few  months  to  50  months. 
To  what  extent  do  their  achievement  test  scores  depend  upon  at¬ 
tendance  and  to  what  extent  upon  Binet  mental  age?  By  utilizing 
the  method  of  partial  correlation  to  render  constant  the  factor  of 
age,  it  would  be  feasible  to  use  children  covering  a  wide  range  of 
ages.  It  may  be  pointed  out  that  in  making  comparisons  of  this  kind 
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most  of  the  group  intelligence  tests  are  unsatisfactory  because  of 
too  close  similarity  to  the  achievement  tests. 

8.  The  effects  of  improved  nutrition  upon  intelligence  and 
achievement  scores  should  be  measured.  Similarly,  the  effects  of 
operations  and  corrective  work  with  crippled  or  sickly  children. 

9.  Conclusive  investigations  should  be  made  of  the  extent  to 
which  such  musical  abilities  as  pitch  discrimination  and  sense  of 
rhythm  can  be  improved  by  training.  Seashore  has  promised  a  con¬ 
tribution  in  this  line. 

10.  In  several  types  of  investigations  of  the  relative  influence 
of  endowment  and  training  it  is  necessary  to  have  a  quantitative 
rating  of  the  cultural  status  of  the  child’s  home.  No  satisfactory 
rating  scale  for  this  purpose  exists.  It  is  hoped  that  someone  will 
undertake  to  complete  one  before  December,  1925,  or  at  latest  before 
September,  1926. 

11.  There  is  another  type  of  investigation  that  would  be  desirable, 
namely,  teaching  various  bits  of  skill  or  knowledge  to  children  of 
different  mental  ages  and  noting  the  amount  of  time  required  to 
attain  a  given  degree  of  mastery  at  each  mental  age.  Examples: 
learning  new  names  for  a  list  of  common  objects,  to  repeat  the 
Greek  alphabet,  to  use  the  Roman  numerals,  to  say  the  alphabet 
backwards,  to  extract  square  root  or  cube  root,  to  copy  a  diamond 
or  other  geometrical  design,  to  tie  a  bow  knot,  to  write  codes,  to 
tell  time  by  the  clock,  to  grasp  the  solution  of  a  puzzle  when  shown, 
etc.  Such  experiments,  although  they  would  not  afford  direct  evi¬ 
dence  on  the  nature-nurture  problem,  would  throw  considerable 
light  on  the  extent  to  which  mental  age  classifications  are  desirable 
for  purposes  of  instruction. 

In  order  to  avoid  duplication  of  effort,  those  who  are  willing  to 
undertake  an  investigation  for  this  Yearbook  should  communicate 
with  the  chairman  of  the  committee.  Among  those  who  have  already 
promised  are  Seashore,  Kelley,  Mrs.  L.  S.  Hollingworth,  Franzen, 
and  Ruch.  It  is  hoped  thai  many  others  will  volunteer. 
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IV 

The  Yearbook  on  “Extra-Class  Activities” 

Chairman:  Professor  Leonard  V.  Koos,  University  of  Minnesota, 

Minneapolis,  Minnesota. 

Among  the  aspects  of  school  life,  especially  in  our  secondary 
schools,  which  have  come  in  for  increasing  attention  in  recent 
years,  are  what  are  commonly  referred  to  as  “extra-curricular 
activities,  e.  g.,  athletics,  dramatics,  debating,  musical  organiza¬ 
tions,  general  organization  of  the  pupil  body,  student  councils,  etc. 
In  many  places  the  amount  of  the  pupils’  time  and  energy  devoted 
to  them  has  been  rapidly  increasing,  in  some  instances  owing  to 
what  is  intended  to  be  constructive  encouragement  by  teachers  and 
school  heads.  In  view  of  the  dearth  of  materials  helpful  to  those 
desirous  of  encouraging  proper  development  in  this  field,  the  Society 
is  fostering  the  assembly  and  publication,  not  later  than  1927, 
of  a  yearbook  devoted  exclusively  to  problems  falling  under  this 
main  head.  Those  who  have  had  opportunities  to  secure  special 
information  or  experiences  in  this  field  should  communicate  with 
the  chairman  as  soon  after  reading  this  announcement  as  possible. 
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EDITOR’S  PREFACE 

In  the  Twenty-first  Yearbook  on  “Intelligence  Testing”  and  in  the 
Seventeenth  Y earhook,  Part  II,  on  “Measurement  of  Educational 
Products”  much  material  was  presented  to  demonstrate  the  striking 
range  of  individual  differences  found  in  the  native  capacity  and  the 
educational  achievements  of  pupils.  No  one  at  all  conversant  with 
the  facts  there  set  forth  can  avoid  the  conviction  that  the  mass  in¬ 
struction  of  pupils  and  the  promotion  of  them  in  large  groups  an¬ 
nually  or  semi-annually,  as  we  do  in  the  regular  grade  system,  what¬ 
ever  merits  they  may  have  administratively,  leave  much  to  be  desired 
pedagogically.  One  method  of  meeting  in  part  the  difficulties  of  mass 
instruction  was  extensively  treated  in  the  Twenty-third  Yearbook , 
Part  I,  on  “The  Education  of  Gifted  Children,”  and  in  its  predeces¬ 
sor,  the  Nineteenth  Yearbook,  Part  II,  on  “Classroom  Problems  in 
the  Education  of  Gifted  Children.”  Is  it  desirable  and  practicable  to 
carry  differentiation  still  further — to  the  complete  individualiza¬ 
tion  of  instruction?  This  is  the  issue  raised  in  the  present  volume. 
Whether  the  reader  thinks  the  answer  is  ‘yes’  or  thinks  it  is 
4no,’  he  will  surely  find  the  presentation  of  facts  and  arguments  set 
forth  by  Superintendent  Washburne’s  Committee  of  very  lively  in¬ 
terest.  It  seems  to  me  that  this  Yearbook  is  a  real  challenge  to  the 
schoolmen  of  this  country.  I  hope  it  will  be  widely  read  and  as  widely 
debated,  for  thus  this  Society  will  fulfill  its  purposes — “to  carry  on 
the  investigation  of  educational  problems,  to  publish  the  results,  and 
to  promote  their  discussion.” 


G.  M.  W. 


INTRODUCTION  AND  SUMMARY 


By  Carleton  W.  Washburne 
Winnetka,  Illinois 


The  widespread  use  of  intelligence  tests  and  achievement  tests 
during  the  past  few  years  has  made  every  educator  realize  force¬ 
fully  that  children  vary  greatly  as  individuals  and  that  any  one 
school  grade  contains  children  of  an  astonishingly  wide  variety  of 
capacity  and  achievement. 

It  has  become  palpably  absurd  to  expect  to  achieve  uniform  re¬ 
sults  from  uniform  assignments,  made  to  a  class  of  widely  differing 
individuals.  Throughout  the  educational  world  there  has  therefore 
awakened  a  desire  to  find  some  way  of  adapting  schools  to  the  differ¬ 
ing  individuals  who  attend  them.  This  desire  has  resulted  in  a  vari¬ 
ety  of  experiments. 

These  experiments  may  be  classified  under  two  general  heads: 
there  are  those  which  seek  to  retain  the  present  classroom  organiza¬ 
tion  with  its  comparatively  uniform  pace  and  annual  promotions, 
and  there  are  those  which  break  away  more  or  less  completely  from 
the  traditional  type  of  organization. 

Among  the  former  there  are  two  types.  The  first  type  seeks  to 
provide  for  atypical  children  by  special  coaching  of  the  slower  ones 
or  plus  assignments  for  the  brighter  ones,  or  a  combination  of  these 
two.  The  second  type  attempts  to  subdivide  each  grade  into  ability 
groups  as  nearly  homogeneous  as  possible — a  bright  group,  an  aver¬ 
age  group,  and  a  slow  group.  These  groups  receive  instruction  which 
is  supposed  to  be  appropriate  to  the  typical  child  of  the  group.  The 
bright  group  may  progress  more  rapidly  than  the  others  in  some 
s>  stems,  or  in  other  systems  may  simply  have  a  richer  curriculum 
or  higher  standards.  Such  ability-grouping  is  one  of  the  most  wide¬ 
spread  forms  of  attempting  to  adapt  schools  to  individual 
differences. 

The  second  general  class  of  experiments  substitutes  individual 
subject  promotions  for  class  promotions.  Each  child,  within  certain 
limits,  moves  forward  at  his  own  rate  in  the  mastery  of  the  common 
essentials  of  each  subject.  Special  techniques  have  been  developed  to 
make  this  possible  under  public  school  conditions.  Schools  which 
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have  this  highly  individualized  work,  however,  usually  confine  it  to 
the  common  essentials — those  knowledges  and  skills  which  are  going 
to  be  used  by  practically  every  one:  reading,  writing,  the  funda¬ 
mentals  of  arithmetic,  spelling,  the  formal  side  of  language  (punc¬ 
tuation,  capitalization,  etc.),  and  perhaps  the  factual  side  of  history 
and  geography.  Having  individualized  such  subjects,  these  schools 
usually  provide  many  opportunities  for  group  and  creative  activi¬ 
ties — for  projects  in  which  many  children  can  engage  co-opera¬ 
tively,  for  discussions,  dramatizations,  self-governing  assemblies, 
etc.  These  socialized  activities  are  not  usually  made  a  means  to  the 
end  of  mastering  the  common  essentials,  but  are  rather  a  means  to 
developing  the  child’s  initiative,  originality,  and  co-operativeness. 

It  has  been  schools  of  the  latter  class  which  have  contributed 
most  of  the  experimental  data  bearing  upon  the  effects  of  individual 
work.  Statistical  studies  yielding  significant  results  have  been  car¬ 
ried  out  in  the  San  Francisco  State  Teachers’  College,  in  Los  An¬ 
geles,  in  Detroit,  in  Winnetka,  and  to  some  extent  in  the  Marlbor¬ 
ough  School  in  London.  These  experiments  have  contributed  suffi¬ 
cient  data  to  justify  at  least  tentative  acceptance  of  the  following 
conclusions: 

1 —  Ability  grouping  is  only  a  half-way  step  and  does  not  fully 
solve  the  problem  of  adjusting  schools  to  individual  differences. 

2 —  Individual  work  does  save  time,  especially  for  the  brighter 
children  and  those  children  who  would  normally  be  repeaters. 

3. — In  Winnetka,  at  least,  individual  work  results  in  devoting  an 
unusually  large  amount  of  time  to  group  and  creative  activities. 

4 —  The  tendency  of  individual  instruction  does  not  seem  to  be  so 
much  toward  getting  children  through  school  at  an  early  age,  as 
toward  the  using  of  saved  time  for  broader  and  deeper  education. 

5 —  Individual  promotions  appear  definitely  to  decrease  retarda¬ 
tion  and  corresponding  over-ageness. 

6 —  Individual  work  increases  efficiency  in  the  tool  subjects. 

7 —  There  is  no  evidence  that  individual  work  costs  more  than 
class  work.  The  meager  data  available  tend  to  indicate  that  it  does 
not  affect  costs  one  way  or  the  other. 

8 —  Individual  work  does  not  appear  to  place  an  undue  burden 
upon  the  teacher. 
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9 — Individual  work  in  the  elementary  schools  does  not  result  in 
inability  to  do  class  work  efficiently  in  high  school. 

There  are  a  number  of  serious  problems  involved  in  any  attempt 
to  place  schools  on  an  individualized  basis.  Perhaps  the  most  serious 
of  these  is  the  securing  of  suitable  textbook  materials.  Another  is 
the  proper  training  of  teachers. 

The  technique  of  individual  instruction  itself  is  still  far  too  new 
to  be  definitely  established.  Questions  arise  as  to  size  of  classes,  pro¬ 
grams,  the  extent  to  which  children  should  be  allowed  to  enter  high 
school  or  college  at  a  younger  age  than  is  now  customary,  the  ques¬ 
tion  as  to  the  basis  on  which  class  groups  should  be  organized,  the 
question  of  supervision,  and  above  all  the  relationship  that  should 
exist  between  the  individual  work  in  common  essentials  and  group 
and  creative  activities. 

A  tentative,  yet  practicable  program  of  individualization,  how¬ 
ever,  is  presented  in  Section  V  of  this  Yearbook.  The  essence  of  this 
program  may  be  very  briefly  stated : 

1 —  The  curriculum  is  to  be  outlined  in  terms  of  the  common  essen¬ 
tials  on  the  one  hand,  and  group  and  creative  activities  on  the  other. 

2 —  The  common  essentials  are  to  be  subdivided  into  specific  meas¬ 
urable  units  of  achievement. 

3 —  Complete  diagnostic  tests  are  to  be  prepared  to  cover  each  of 
'  hese  units  of  achievement. 

4 —  Self-instructive  and  self-corrective  practice  materials  are  to 
'  e  prepared  to  enable  children  to  get  ready  for  the  tests  individually 
or  to  repair  deficiencies  shown  by  the  tests.  These  materials  will 
probably  ultimately  result  in  a  new  type  of  textbook.  Temporarily 
hey  may  be  merely  assignment  sheets  accompanying,  supplement¬ 
ing,  and  clarifying  the  ordinary  text. 

5 —  A  simple  record  system  is  to  be  incorporated  by  means  of 
which  each  child’s  progress  may  be  noted. 

6 —  Provision  is  to  be  made  for  individual  subject  promotions,  not 
necessarily  involving  change  of  room,  but  merely  continuance  from 
the  completed  unit  in  any  subject  to  the  next  unit  in  that  subject. 

7 —  Ample  provision  is  to  be  made  (about  half  the  morning 
and  half  the  afternoon)  for  a  wide  variety  of  group  and  creative 
activities. 
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It  is  felt  by  some  that  individual  instruction  is  not  the  only  al¬ 
ternative  to  the  traditional  class  lock-step  system.  Some  people,  for 
example,  feel  that  the  project  method,  wherein  each  child  contrib¬ 
utes  his  particular  part  to  a  group  project,  possesses  sufficient  flexi¬ 
bility  to  make  the  necessary  adaptation  to  individual  differences. 
Unfortunately,  statistical  data  and  controlled  experiments  in  support 
of  this  contention  are  lacking. 

The  issue  between  those  who  favor  the  project  method  and  those 
who  favor  individual  instruction  is  in  certain  respects  a  minor  one. 
Both  groups  believe  that  every  child  should  master  the  essentials. 
Both  groups  believe  that  the  amount  of  practice  and  time  that  is 
sufficient  for  one  child  may  be  insufficient  for  another.  Both  believe 
that  there  should  be  much  opportunity  for  socialized  and  co-opera¬ 
tive  endeavor  and  for  self-expression.  The  fundamental  question  at 
issue  is  whether  projects  shall  be  used  as  a  means  of  teaching  the 
common  essentials,  or  whether  these  common  essentials  shall  be 
independent,  though  motivated  and  applied  in  projects — a  difference 
which  is  somewhat  academic,  and  concerning  which  neither  side  has 
any  statistical  proof  of  its  superiority. 

The  line  of  demarcation  between  those  who  would  individualize 
schools  completely,  and  those  who  would  use  ability-grouping  or 
systems  of  coaching  laggard  children  and  enriching  the  education  of 
the  brighter  ones,  is  also  clear,  but  not  of  grave  consequence. 
Most  people  who  advocate  ability  grouping,  if  they  are  thought¬ 
ful  and  are  familiar  with  the  wide  differences  that  exist  among 
individuals,  recognize  that  ability  grouping  is  but  a  step  toward 
individualization — a  step  which  makes  individual  instruction  easier 
both  to  initiate  and  to  incorporate.  To  stop  at  ability  groupings 
would  be  to  fail  to  solve  many  of  the  problems  involved  in  the 
differences  that  exist  among  children.  Yet  ability  grouping  is  one 
of  the  best  first  steps  toward  individual  instruction. 

As  to  coaching  of  laggards  and  enriching  the  curriculum  of  bright 
children,  these,  too,  become  simply  preliminaries — and  helpful  pre¬ 
liminaries — to  complete  individual  instruction.  Almost  every  child 
is  at  some  time  in  some  subject  either  a  laggard  or  above  average 
in  his  rate  of  progress.  Methods  which  are  now  only  applied  to  the 
extreme  cases  will  naturally  in  time  be  applied  to  the  less  aggra¬ 
vated  cases. 
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The  diversity  of  the  experiments  is  after  all  rather  an  encourag¬ 
ing  sign.  Out  of  the  accumulated  experiences  and  the  heated  dis¬ 
cussions  of  the  advocates  of  various  forms  of  individual  work  will 
come  clearer  light  and  better  technique.  This  will  enable  schools 
truly  to  adapt  themselves  to  the  wide  differences  that  exist  among 
individuals  and  at  the  same  time  to  encourage  socialized  activity 
and  a  co-operative  spirit. 

Complete  individual  instruction  means  developing  the  individual 
on  his  social  side  fully  as  much  as  it  means  developing  his  initiative 
and  his  originality,  and  fully  as  much  as  it  means  giving  him  an 
opportunity  to  master  at  his  own  natural  rate  each  element  in  the 
common  essentials. 


SECTION  I 

FACTORS  CAUSING  MALADJUSTMENT  OF  SCHOOLS  TO 

INDIVIDUALS 

« 

This  Section  of  the  Yearbook  attempts  to  set  forth  the  basic 
reasons  for  individual  instruction.  Dr.  Sutherland,  through  his 
extensive  experience  first  as  a  ‘regular’  psychologist  and  later  as 
school  psychologist  for  the  public  schools  of  Los  Angeles,  delves 
into  the  various  factors  causing  maladjustment  of  the  present 
lock-step  system  of  schools  to  the  differences  existing  among 
individual  children. 


By  A.  A.  Sutherland 
Los  Angeles.  California 


A.  Individual  Differences  Among  Children 
1.  Fundamental  Differences 

The  progress  of  our  day  in  the  science  of  education  is  nowhere 
more  evident  than  in  the  field  of  individual  differences.  Here  is 
clear  recognition  of  the  fact  that  it  is  the  individual  child  who  is 
to  become  the  citizen,  the  leader,  or  the  criminal,  the  public  charge ; 
and  that  both  the  material  and  spiritual  values  of  the  age  will 
depend  in  large  measure  upon  the  habits  and  attitudes  set  up  in 
the  schools  on  the  part  of  each  individual  child. 

But  public  education  is  not  keeping  pace  with  the  proved  out¬ 
comes  of  research  in  this  field.  Mass  methods  are  still  in  use, 
although  they  have  been  shown  to  be  not  only  unintelligent,  because 
impossible  of  specific  direction,  but  actually  brutalizing  in  their 
effect  upon  both  pupil  and  teacher.  For  when  pupils  are  at  work  at 
a  level  too  high  for  their  intelligence,  the  effect  is  brutalizing; 
when  they  are  at  work  at  a  level  too  low  for  their  intelligence,  the 
effect  is  again  brutalizing;  and  when  teachers  in  large  numbers 
reach  a  state  of  violent  outburst  over  iniquities  of  organization 
which  prevent  them  from  doing  their  best  work;  or  fall  into  a 
passive  routine  attitude  of  hopeless  fatuity,  still  the  effect  is 
brutalizing. 
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This  is  not  to  say  that  the  schools  are  no  better  than  they  were 
twenty-five  or  thirty  years  ago,  but  to  say  that,  although  they  do 
constantly  improve  under  criticism,  there  is  yet  need  for  criticism 
more  specifically  directed.  If,  in  addition  to  pointing  out  just  what 
is  wrong,  and  why  it  is  wrong,  the  critic  can  point  to  his  own 
successful  efforts  to  improve  the  situation,  his  criticism,  of  course, 
gains  in  force  and  value.  Radical  improvement,  however,  is  impos¬ 
sible  without  recognition  of  individual  differences.  Such  recognition 
necessitates  changes  in  administrative  organization  and  procedure, 
not  merely  to  keep  up  with  the  known  facts  about  the  needs  of 
children  under  training  for  effective  citizenship,  but  even  more  to 
make  possible  craftsmanship  and  professional  ideals. 

We  are  slowly  emerging  from  the  ‘patent  medicine’  age  in  educa¬ 
tion  during  which,  without  attempting  to  discover  the  exact  nature 
of  a  given  difficulty,  we  prescribed  one  single  remedy,  by  topic  and 
page,  to  cure  all  ills.  Dr.  Bobbitt’s  statement1  of  certain  types  of 
training  which  the  teachers  of  the  future  will  require,  opens  the 
way  to  more  scientific  diagnosis  and  treatment. 

This  concept  of  Individual  Differences  has  come  to  include  two 
rather  distinct  subjects  of  inquiry  that  are  overlapping  at  present 
and  therefore  confused.  One  field  compares  children  en  masse  in 
order  to  establish  norms  and  standards  of  investigatory'  procedure. 
It  deals  with  intelligence  tests,  subject  matter  tests,  methods  of 
averaging  indices,  etc.  It  is  founded  on  the  hypothesis  that  the 
children  now  in  school  are  placed  as  they  should  be,  and  are  making, 
on  the  average,  progress  according  to  their  abilities.  Kelley2  ex¬ 
plains  that  “there  are  three  factors  which  make  for  overlapping: 
(1)  unreliability  of  tests,  (2)  unimportance  of  the  function  tested, 
(3)  failure  of  proper  classification.”  He  adds  the  warning  “and 
only  insofar  as  the  first  two  are  known  to  be  the  causes  [of  over¬ 
lapping]  can  improper  classication  be  established.” 

There  is,  however,  another  source  of  information  and  type  of 
evidence  which  does  not  fall  within  the  province  of  the  statistician. 
It  is  familiar  to  the  research  man  in  a  city  school  system  and  is 
known  as  “weeping,  wailing,  and  gnashing  of  teeth.”  This  occurs 


1  Franklin  Bobbitt.  “Discovering  and  formulating  objectives  of  teacher¬ 
training  institutions.”  J.  of  Educ.  Research,  8 :  1924  p  187 
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when  the  order  comes  from  above  to  give  forty  children  to  each 
teacher.  Forty  children  must  then  be  found,  and  they  are  found, 
and  distributed  with  little  or  no  regard  for  individual  differences. 
Tests  standardized  on  such  distributions  are,  of  course,  of  little  or 
no  value  in  the  study  of  individual  differences. 

The  other  field  of  inquiry,  although  often  confused  with  the  fore¬ 
going,  is  in  reality  quite  different.  It  concerns  itself  with  the  child 
as  an  individual,  with  his  conditioned  reflexes,  and  the  entire  range 
of  his  abilities  and  disabilties.  It  issues  in  the  psychograph,  which 
shows  the  abilities  present  in  larger  and  smaller  amounts,  and  the 
general  average  of  ability  of  that  particular  child.  His  learning 
methods  and  the  conditions  under  which  he  can  learn  most  rapidly 
are  a  part  of  such  studies.  Qualitative  studies  of  the  onset  and 
course  of  development  of  the  abilities  in  infancy  and  early  childhood 
also  belong  to  this  field  of  inquiry. 

Both  these  groups  of  workers  can  and  do  make  important  contri¬ 
butions  to  the  growing  science  of  education.  One  group  inevitably 
offers  inspiration  to  the  other,  and  each  sets  problems  for  the 
other.  At  the  present  time,  for  example,  there  is  no  lack  of  objection 
from  workers  in  the  psychographic  field  to  the  wholesale  generaliza¬ 
tions  of  the  statistical  group.  Thus  Fernberger* 3  has  said:  “Mental 
tests  are  so  variable  within  a  homogeneous  group  that  differences 
between  two  groups  do  not  have  statistical  significance.  Less  weight 
should  be  given  to  final  scores.  The  test  is  a  standardized  means  of 
having  the  subject  do  something  so  that  the  trained  observer  may 
note  his  behavior.”4 

H.  T.  Manuel  also  warns  that  large  group  methods  cannot  be 
applied  to  small  groups  or  individuals.  “Education,”  he  says,  “can 
never  be  accomplished  en  masse,  or  on  the  average.  It  is  a  personal, 
individual  process.  We  must  be  careful  not  to  confuse  instruments 
and  methods  of  scientific  research  with  the  instruments  and  methods 
of  the  art  of  teaching.” 

Heredity  is  recognized  by  other  workers  as  the  most  important 


*  3.  W.  Fernberger.  “Statistical  and  non-statistical  interpi-etation  of 

results.”  Psych .  Clinic.  14:  1922,.  p.  68. 

4  See  also  H.  T.  Manuel.  “On  a  certain  statistical  danger.”  Ed.  Adm. 
and  Superv.,  9:  1923,  p.  465;  and  Lightner  Witmer.  “Intelligence  a  defini¬ 
tion  ”  Psych.  Clinic.  14:  1922,  p.  65;  and  “The  analytical  diagnosis” 
ibid.,  p.  129 
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factor  in  the  differences  noted.  Thus  Thorndike,5  summarizing  the 
literature  in  1913,  says:  “The  wide  range  of  achievements  of  pupils 
of  roughly  the  same  school  training  suggests  that  differences  born 
in  them  play  a  large  part  in  determining  the  differences  eventually 
found  in  them.”  Karl  Pearson6  takes  the  same  view  of  it:  “General 
intelligence  and  a  variety  of  psychical  characters  seem  unchanged 
throughout  the  whole  range  of  school  life.  It  is  therefore  not  possi¬ 
ble  for  the  teacher  to  change  them” 

Still,  the  nature  of  the  general  intelligence  discussed  by  these 
writers  is  vaguely  defined.  McCall  is  quoted  by  Mrs.  Hollingworth7 
as  follows:  “There  is  an  objectively  and  practically  measurable 
something  which  constitutes  the  core  of  most  aptitudes.  It  is  over¬ 
laid  with  various  incidental  abilities,  and  furthered  or  retarded  by 
emotional  and  physical  characteristics  of  the  individual.  This  some¬ 
thing  is  general  intelligence.”  British  and  American  psychologists 
have  attempted  definitions  of  intelligence  and  are  generally  agreed 
that  it  is  somehow  concerned  with  ability  to  learn. 

It  is  now  held  that  this  general  intelligence,  this  vague  something, 
is  inherited,  but  not  as  a  unit,  since  the  “all  or  none”  principle  does 
not  seem  to  be  followed  in  the  inheritance.  This  general  factor 
seems  not  to  be  improvable,  according  to  data  gathered  with  present 
methods  and  standardized  upon  overlapping  school  grades.  The 
question  of  the  final  criterion  is  an  important  one.  The  suggestion 
that  “improvability”  be  the  criterion  has  been  made,  and  seems 
likely  to  be  fruitful.8  The  recognition  of  a  “fringe”  is  still 
legitimate. 

The  inheritance  of  special  abilities  and  disabilities  would  seem 
logically  to  fall  in  line  with  the  discussions  of  inheritance  of  general 
intelligence.  Yet  more  open-mindedness  is  apparent  in  the  discus¬ 
sions.  Here,  again,  the  differences  of  point  of  view  regarding  the 
nature  of  general  intelligence  confuse  the  issue.  It  is  difficult  to 
distinguish  the  special  ability  in  the  point  of  view  of  Thorndike.9 


5  E.  L.  Thorndike.  Educational  Psychology.  3:  p.  149. 

6  Karl  Pearson.  Studies  in  National  Deterioration.  IV. 

7  Leta  S.  Hollingworth.  Special  Abilities  and  Disabilities,  p.  33. 

8  A.  T.  Poffenberger:  “The  influence  of  the  improvement  in  one  simple 
mental  process  upon  other  related  processes.”  Jour,  of  Educ.  Psych. 
6:  1915,  p.  459.  Also  E.  L.  Thorndike.  “Variability  in  repetitions  of  the 
same  task.”  Jour,  of  Exp.  Psych.  6:  1923,  p.  161. 

9  E.  L.  Thorndike.  “The  reliability  and  significance  of  tests  of  intelli¬ 
gence.”  Jour,  of  Educ.  Psych.  11:  1920,  p.  284. 
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Intelligence  then  is  not  one  thing  but  many.  Intelligence  measured 
by  one  kind  of  instrument  then  seems  to  be  something  very  different 
from  intelligence  measured  by  the  other.”  Numerous  studies  of  the 
inheritance  of  special  abilities  have  been  made  but,  because  of  this 
confusion,  are  difficult  of  interpretation.  Arithmetical  ability,  spell¬ 
ing  ability,  musical  talent,  etc.,  have  received  attention. 

Child  studies  during  the  earlier  years  of  life  indicate  how  the 
original  nature  is  modified  by  experience  and  environment.  Watson 
was  able  to  change  instinctive  fears  after  a  short  time.  During  the 
earlier  years,  when  the  nervous  system  is  most  plastic,  there  appears 
to  be  greater  possibility  of  modification.  The  pre-school  child  is 
rapidly  coming  into  his  own.  Throughout,  the  view  is  held  that 
children  do  not  differ  in  respect  to  the  presence  of  the  ability.  All 
children  (at  least  those  over  70  I.Q.)  possess  each  of  the  abilities 
in  amounts  sufficient  for  satisfactory  performance  and  progress, 
but  the  amount  of  the  ability  possessed  at  the  time  of  test  differs 
from  child  to  child. 

Children  at  the  time  of  test  may  be  thought  of  as  having  climbed 
by  various  amounts  along  the  rise  of  a  learning  curve.  The  test 
result,  so  far  as  it  is  accurate,  indicates  the  stage  the  development 
has  now  reached.  The  ability  to  learn  is  present  in  every  normal 
child,  by  definition.  A  consideration  of  opportunities  for  learning, 
as  a  possible  cause  of  the  individual  differences,  is  then  in  order. 
These  opportunities  are  present  to  all,  in  the  sense  that  a  river 
presents  an  opportunity  to  swim.  But  the  exhilaration  and  joy,  the 
increase  in  confidence  and  power,  are  present  in  varying  amounts. 
Only  to  the  swimmer  who  takes  full  advantage  of  the  situation  is  it 
a  real  and  present  opportunity.  If  there  is  no  competition,  if  each 
one  can  stay  close  to  shore  and  employ  his  feeble  and  undeveloped 
efforts  regardless  of  the  others,  the  river  may  offer  to  all  an  equal 
opportunity,  in  one  sense,  but  its  value,  as  measured  by  performance, 
will  be  very  different  in  different  cases. 

Every  experiment  systematically  performed  yields  some  data 
regarding  the  modification  of  abilities  by  the  experiences  of  home, 
school,  laboratory,  or  playground.  Differences  of  motor  skill,  sen¬ 
sory  discrimination,  perceptual  and  conceptual  abilities,  while  they 
must  have  an  inherited  basis,  become  useful  when  recognized  and 
skilfully  employed.  Certain  principles  important  for  education 
emerge  from  all  these  studies,  and  may  be  thus  formulated : 
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1.  No  group  has  yet  been  found  in  which  the  individuals 

composing  it  possess  equal  amounts  of  any  one  ability. 

2.  Performances  vary  so  greatly  as  to  indicate  that  no  single 

requirement  is  adequate  as  a  stimulus  to  a  majority  of 
the  group. 

3.  To  study  the  development  of  a  learning  process  it  is  absurd 

to  set  up  as  a  standard  a  definite  quantity  of  per¬ 
formance  and  expect  each  member  of  the  group  to 
accomplish  just  that  amount  and  no  other. 

In  addition  to  these  inborn  differences,  the  conditions  under 
which  children  learn  produce  further  differences.  Laird10  has  studied 
the  responses  of  students  in  the  high  school  to  different  incentives. 
Reprimands,  sarcasm,  ridicule,  low  grades,  extra  work,  conferences 
with  parents,  friendly  talks  with  the  pupil,  corporal  punishment, 
praise,  remission  of  assignments,  honor  books,  scholarship  frater¬ 
nities — all  these  have  varying  influence  upon  pupils  of  different 
natures. 

Knowledge  of  results  makes  a  difference  in  the  performance,  and 
the  differences  of  initial  ability  seem  to  be  increased  rather  than 
decreased  by  this  factor.  Arps* 11  found  it  true  in  the  ergograph  ex¬ 
periment.  L.  T.  Spencer,12  repeating  Judd’s  experiments,  found 
increases. 

The  instructions,  or  Aufgabe,  have  been  recognized  as  a  fruitful 
source  of  differences.  Thus,  Kirkpatrick13  set  two  groups  at  the 
same  task,  but  with  different  instructions.  One  group  increased 
:n  skill  only;  the  other  increased  in  intelligent  reasoning  about  the 
activity.  Differences  in  the  ability  to  comprehend,  carry  in  mind, 
and  perform,  are  known,  not  only  through  the  directions  tests,  but 
as  part  of  the  test  procedure  in  nearly  all  tests. 

The  general  effects  of  practice,  transfer,  if  at  all,  in  different 
amounts  in  different  individuals.  Poffenberger  ( loc .  cit.)  found  this 


10  Donald  A.  Laird.  “How  the  high-school  student  responds  to  different 
incentives  to  work.”  Ped.  Sem.  30:  1923,  p.  365. 

11  G.  F.  Arps.  “Work  with  knowledge  of  results  versus  work  without 
knowledge  of  results.”  Psych.  Rev.,  Mon.  Supp.,  28:  p.  40 

12  L.  T.  Spencer.  “The  effect  of  practice  without  knowledge  of  results.” 
Am.  Jour,  of  Psych.  34:  1923,  p.  107. 

13  E.  A.  Kirkpatrick.  “An  experiment  in  memorizing  versus  incidental 
learning.”  Jour,  of  Educ.  Psych.  5:  1914,  p.  405. 
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in  his  experiments.  W.  H.  Winch14  found  that  the  practice  in  solving 
arithmetic  problems  showed  150  percent  improvement,  and  trans¬ 
ferred  to  logical  reasoning,  on  the  average,  about  30  percent. 

Somewhat  akin  to  the  Aufgabe  as  a  producer  of  differences, 
though  more  fundamental,  since  in  the  experiment  it  is  rightfully 
assumed  to  be  present,  is  “the  will  to  learn.”  In  the  schools  the 
assumption  implied  is  that  the  child  is  like  an  adult,  with  all  the 
intelligent  adult’s  sense  of  values  and  capacity  for  setting  himself 
at  work,  as  well  as  devising  his  own  methods  of  work.  Book  and 
Norvell15  give  credit  to  the  interest  in  improvement  and  the  feel  of 
success  in  the  one  particular  activity  which  then  engages  attention. 

Interest  in  improvement  sets  up  initiating,  selecting,  and  fixating 
of  more  efficient  methods  of  control.  Without  this  interest  in 
improvement  as  such  and  an  exact  knowledge  of  the  results,  a 
wrong  or  inefficient  method  of  response  may  be  formed  and  prac¬ 
ticed  until  fixed  as  a  set  type  of  reaction  to  the  task  imposed. 
Interest  in  improvement  and  belief  in  its  possibility  aid  mental 
adaptation  and  the  formation  of  new  and  better  methods  of  work.” 
According  to  the  authors,  failure  of  pupils  is  frequent,  if  (1)  they 
feel  something  else  is  more  important,  and  receive  rewards  for 
things  other  than  the  one  thing  on  which  they  are  supposed  to  be 
at  work;  if  (2)  they  don’t  care  to  put  forth  the  effort,  for  a  variety 
of  reasons;  if  (3)  they  don’t  know  how  to  work  or  to  think  up  new 
methods.  It  should  be  added  that,  in  the  crowded  grade,  it  is  the 
business  of  no  one  to  see  to  it  that  pupils  are  working  at  their  level 
of  development,  or  that  effective  methods  are  being  used.  And 
finally,  the  child  is  most  certainly  not  an  adult. 

The  inheritance,  modified  constantly  and  in  different  amounts  for 
different  abilities,  and  from  child  to  child,  results  in  the  complex 
hierarchy  of  individuality.  In  respect  to  the  hierarchy  of  mental 
traits  and  the  relative  amounts  of  various  abilities  which  operate 
in  a  given  situation,  the  methods  of  partial  and  multiple  correlation 
have  come  into  more  frequent  use.  Many  interrelated  factors  come 
into  play  in  the  performance  of  a  reading  test,  and  in  performing 


14  W.  H.  Winch.  “The  transfer  of  improvement  in  reasoning:.”  Brit. 
Jour  of  Psych.  13:  1922-1923,  p.  370. 

15  W.  F.  Book  and  Lee  Norvell.  “The  will  to  learn;  an  experimental 
study  of  incentives.”  Fed.  Sem.  29:  1922,  p.  305. 
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an  intelligence  test  of  the  linguistic  type.  Wendell  White16  finds  that 
there  is  a  large  overlapping,  to  such  an  extent  as  to  suggest  that 
perhaps  all  linguistic  intelligence  tests  should  be  classified  as  read¬ 
ing  tests.  Practice  at  reading  silently  affects  the  Otis  Group  Intel¬ 
ligence  test  as  follows: 


Percent 

Group  1st  M  2nd  M  Increase 

1  .  109.96  119.59  8.75 

2  .  72.28  80.93  11.97 

3  .  120.20  137.00  13.98 

4  .  99.38  122.56  23.32 

5  .  96.15  121.15  26.00 


Certain  abilities  which  seem  not  to  be  contained  in  the  present 
conventional  tests  are  listed  by  Haughton17  as  being  present  in  the 
experiments  of  Peterson:18 

1.  The  ability  to  attack  and  solve  a  problem  without  getting 

confused. 

2.  The  ability  to  give  attention  longer  than  is  usually  required  in 

mental  tests. 

3.  The  type  of  attack  made  by  the  subject. 

4.  The  speed  of  the  subject  at  the  type  of  problem  concerned. 

Other  types  of  tests  and  experiments  which  have  been  used  under 
varying  conditions  and  with  a  less  degree  of  standardization  are: 
tests  of  mental  alertness,  originality,  esthetic  appreciation,  memory, 
linguistic  organization,  creative  imagination,  riddle-solution;  also 
a  qualitative  analysis  of  abilities  necessary  in  scientific  thinking 
and  in  the  study  of  geometry.  How  far  these  types  of  activity  and 
tests  present  factors  which  are  not  to  be  found  in  present  intelli¬ 
gence  tests,  and  how  far  these  factors  may  modify  thinking  about 
mental  organization,  is  not  yet  determined.  Such  a  book  as  that  of 
[Bentley,  who  definitely  recognizes  mental  organization  as  a  problem, 
is  significant  of  the  new  sense  of  values  in  this  field. 


16  Wendell  White.  “The  influence  of  certain  exercises  in  reading  on 
fores  in  the  Otis  Group  Intelligence  Test.”  Ed.  Adm.  and  Superv.  9: 
1923,  p.  179.  E.  L.  Thorndike.  “On  the  organization  of  the  intellect.” 
Psych.  Rev.  28:  1921,  p.  141.  Curt  Rosenow.  “The  analysis  of  mental 
functions.”  Psych.  Rev.,  Mon.  Supp.,  24:  1917. 

17  B.  F.  Haughton.  “The  interrelations  of  some  higher  learning  proc¬ 
esses.”  Psych.  Rev.,  Mon.  Supp.,  30:  1921. 

18  Joseph  Peterson.  “Fxperiments  in  rational  learning.”  Psych.  Rev. 
1918,  p.  433. 
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To  sum  up :  Scientific  inquiry  is  proceeding  in  two  overlapping 
fields,  with  a  variety  of  methods,  the  results  of  which  are  not 
clearly  interpretable  as  yet.  But  the  conclusion  is  certain  that 
individual  differences  are  due  in  some  degree  to  inheritance  and  are 
magnified  by  experiential  modifications  and  the  resulting  mental 
organization.  The  new  science  is  making  steady  progress  with 
quantitative  methods  in  dealing  with  problems  of  great  complexity. 
The  development  of  citizenship  must  take  account  of  the  actual  facts 
in  this  wide  range  of  raw  material,  recognizing  the  fact  that  chil¬ 
dren  differ  in  inheritances,  general  and  specific,  and  in  the  will  to 
use  and  further  develop  the  modification  of  abilities.  The  first  task 
in  intelligent  education,  then,  is  to  discover  the  amount  of  develop¬ 
ment  which  has  already  occurred  in  any  bit  of  the  raw  material 
which  is  to  be  transformed  into  effective  citizenship;  the  second  is 
to  discover  a  means  to  develop  greater  ability;  and  the  third  is  to 
justify  the  methods  employed  by  a  demonstration  of  the  amount  of 
development  actually  achieved. 

2.  Consequent  Differences  Among  Children  in  School 

Superficially,  children  seem  to  be  alike.  Any  attempt  to  determine 
how  far  they  are  alike  results  at  once,  as  we  have  seen,  in  a  clear 
demonstration  of  the  fact  that  they  are  not  alike  in  the  amount  of 
ability  to  perform.  General  intelligence,  it  is  true,  is  present  in  all 
in  some  amount,  but  specific  abilities  are  present  in  an  amount 
which  places  each  child  somewhere  along  the  line  of  a  progress 
curve.  But  for  the  comprehension  of  any  particular  task  or  lesson, 
whether  on  the  playground,  in  the  classroom,  at  recitation,  during 
the  study  period,  or  in  the  social  groupings  or  competitions,  the 
crucial  question  is  just  what  amount  of  general  intelligence,  or  just 
what  amount  of  the  special  ability  is  required.  Since  the  profes¬ 
sional  aim  is  the  development  of  that  complex  of  abilities  with 
which  directed  education  is  concerned,  it  is  clear  that  the  procedure 
which  ignor’es  the  amount  of  ability  actually  possessed  in  a  given 
case  fails  to  begin  the  task  intelligently. 

Varying  Intelligence  Quotients 

Data  regarding  the  distribution  of  general  intelligence  have  been 
given  in  various  books  and  articles  during  the  past  few  years,  and 
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are  available  to  all  as  standards.  The  amount  of  ability  present  in 
any  classroom  in  any  locality  may  vary  from  these  standards.  The 
general  fact  that  there  are  different  amounts  of  general  intelligence 
present  in  any  group  becomes  apparent  from  frequent  samplings. 
The  specific  amounts  of  abilities  present  in  any  group  Can  be  known 
only  by  repeating  the  measurements  on  the  group  in  question. 

The  establishment  of  standards  of  work  for  the  group  and  for 
the  individuals  making  up  the  group  can  be  determined  only 
empirically  at  present,  for  the  amount  and  kind  of  work  to  suit  the 
level  of  general  intelligence  is  known  only  by  the  successes  and 
failures  of  the  pupils  who  attempt  it. 

Since  each  individual  pupil  possesses  a  larger  amount  of  some 
one  ability  than  of  another,  it  follows  that  intelligently  directed 
education  demands  that  he  work  at  one  level  in  subject  A  (which 
requires  the  greater  amount  of  ability)  and  at  a  lower  level  in 
subject  B  (which  requires  a  less  amount  of  ability).  Slowness  of 
comprehension  of  the  concepts  and  values  in  geography,  for  in¬ 
stance,  requires  greater  time,  more  drill,  or  clearer  illumination  of 
purposes;  whereas  slowness  of  comprehension  of  the  concepts  and 
values  in  literature  requires  chiefly  opportunity  to  proceed  in 
accordance  with  the  amount  of  ability  already  possessed. 

Varying  Achievement  Quotients 

The  Achievement  Quotient  (A.  Q.)  is  the  ratio  between  the 
average  score  in  educational  tests  and  the  intelligence  score. 
R.  Franzen  is  credited  with  the  first  use  of  this  ratio  to  indicate  the 
extent  to  which  pupils  are  working  up  to  their  ability  levels.  It  is 
an  average  of  averages,  in  a  sense,  and  offers  to  the  school  adminis¬ 
trator  or  to  the  teacher  who  desires  a  survey  of  the  general  effec¬ 
tiveness  of  the  work  over  a  period  of  time,  an  index  figure  by  means 
of  which  to  compare  the  development  attained,  and  as  a  guide  to 
further  efforts.  However  useful  this  index  figure  is  for  this  purpose, 
it  obviously  fails  to  convey  to  the  teacher  the  specific  needs  of  pupils 
for  instruction.  The  nature  of  the  tests  used,  since  they  are  aimed  at 
the  gathering  of  an  average  score,  fails  to  bring  out  those  specific 
abilities  which  are  strong  or  weak.  The  aim  of  sampling  is  not  the 
aim  of  instruction. 

Achievement  quotients,  then,  showing  as  they  do,  general  aver¬ 
ages,  conceal  rather  than  reveal  existing  individual  differences. 


FACTORS  CAUSING  MALADJUSTMENT 


11 


Efficiency  Quotients 

The  efficiency  quotient,  or  educational  quotient,  may  be  obtained 
from  one  test  or  by  averaging  the  scores  of  a  number  of  tests.  In 
any  group  the  spread  of  scores  is  wide,  indicating  a  wide  range  of 
abilities  present  in  the  group.  The  more  definitely  the  test  reveals 
the  operation  of  one  simple  mental  ability,  the  more  nearly  it  reveals 
the  amount  of  ability  which  it  is  the  business  of  the  educator  to 
develop.  On  the  other  hand,  the  more  complex  the  test  and  the  more 
mental  ability  the  pupil  must  employ  to  meet  it,  the  more  the 
individual  variations  are  concealed.  Thus,  the  composite  test  in 
arithmetic,  calling  for  operations  in  four  fundamentals,  fractions 
and  decimals,  shows  the  general  average  of  ability  to  handle  the 
fundamental  formal  processes,  while  the  test  of  addition  alone  shows 
the  amount  of  ability  present  in  the  pupil  at  that  one  type  of 
operation. 

The  accuracy  of  interpretation  of  the  test  for  the  purpose  of 
improving  the  abilities  which  are  weak  and  further  strengthening 
those  which  are  strong  will  depend  not  only  upon  the  simplicity  of 
the  test,  but  equally  upon  a  recognition  of  the  limits  of  the  field 
covered  by  it.  Not  infrequently,  a  test  of  fundamentals  in  arithmetic 
has  been  called  an  arithmetic  test,  and  the  pupil  has  been  credited 
with  arithmetical  ability  in  accordance  with  his  test  score;  and 
similarly,  a  test  of  certain  abilities  in  geography,  reading,  and 
so  forth,  has  been  called  a  geography  test  or  a  reading  test;  and  in 
each  case  the  pupil  has  been  credited  with  ability  in  the  whole  sub¬ 
ject.  Promotions  have  been  given  on  this  score  that  have  proved 
unfortunate,  since  a  short  stay  in  the  higher  grade  showed  that  the 
pupil  laeked  the  ability  to  handle  other  phases  of  the  subject  with 
equal  efficiency. 

Our  knowledge  of  the  operations  or  methods  which  any  one  pupil 
has  adopted  to  meet  a  given  type  of  school  situation  is  as  yet  frag¬ 
mentary.  The  pupil  in  the  earlier  stages  of  addition  may  surprise 
the  teacher  and  the  tester  by  solving  problems  in  addition  which 
are  beyond  his  present  lessons;  yet  closer  individual  inquiry  may 
reveal  that  he  is  counting  instead  of  adding.  The  geometry  test 
which  is  intended  to  reveal  excellence  in  reasoning  may  apparently 
show  a  certain  amount  of  such  ability  while  in  reality  the  pupil 
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may  be  using  memory.  Misled  by  the  name  given  to  the  test,  the 
teacher  may  thus  arrive  at  an  inaccurate  conclusion. 

Differences  of  ability  are  in  reality  shown  in  another  way — that 
is,  by  the  pupil’s  response  to  a  test  which  calls  in  a  simple,  direct 
way  for  the  exercise  of  the  specific  ability  in  question,  unconfused 
by  any  other  issue. 

Different  Pupils  N eed  Different  Amounts  of  Time  to  Master  Any 

Given  Topic 

The  amount  of  time  required  by  any  particular  pupil  to  master  a 
topic  will  depend  upon  the  amount  of  ability,  general  and  specific, 
that  he  possesses  at  that  time,  and  upon  the  possession  of  the  neces¬ 
sary  preliminary  information  and  method.  Concepts  which  are  for¬ 
eign  to  the  pupil’s  previous  experience  and  training,  say  in  the 
history  lesson,  are  comprehended  with  difficulty,  while  familiarity 
with  the  concepts  will  facilitate  comprehension  of  the  whole  topic. 
A  variety  of  psychical  characteristics  also  influence  the  amount  of 
time  required  by  the  given  pupil  for  this  topic.  There  is  possibility 
of  a  large  variation  in  the  pupils  of  any  group  with  respect  to  the 
complexity  of  detail  of  the  vocabulary.  Thus,  the  pupil  who,  asked 
to  describe  “cow”  answered,  “A  cow  is  an  animal  about  three  inches 
long  and  two  inches  high,  usually  pink,”  had  sufficient  development 
of  the  concept  to  pass  a  reading  lesson,  and  perhaps  even  a  reading 
test.  But  the  organization  of  the  concept  in  relation  to  beef,  hide, 
shoes,  trunks,  gelatine,  milk,  food,  shipping  or  markets,  might  be 
required  in  another  lesson.  The  extent  of  the  organization  of  the 
concept,  the  practice  in  using  the  whole  concept  or  some  one  of  its 
relations,  markedly  affect  the  amount  of  time  required  in  the 
mastery  of  a  topic. 

Differences  in  pupils  are  also  shown  in  “conscientiousness.”  One 
pupil  goes  over  and  over  the  topic  until  words  and  phrases  are 
closely  associated  with  other  words  and  phrases.  Another  pupil 
skims  the  topic  and  secures  certain  points  he  thinks  important.  The 
ideal  of  mastery  means  different  types  of  mastery  to  different  pupils. 
Not  merely  mental  alertness,  but  alertness  with  reference  to  dif¬ 
ferent  purposes,  affects  the  time  required  in  the  mastery  of  the 
topic.  Thus,  the  pupil  taking  the  reading  test  may  read  the  question 
first,  then  turn  to  the  paragraph  to  find  the  word  or  words  which 
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give  the  answer.  Another  pupil  may  adopt  a  different  “method  of 
comprehension.” 

Varying  Rates  of  Progress  by  the  Same  Pupil  at  Different  Times 
It  has  been  shown  by  Horn  and  by  Burk  that  pupils  learn  more 
rapidly  at  one  time  and  less  rapidly  at  another  time.  Laboratory 
students  in  the  university  are  well  aware  that  the  state  of  feeling  is 
not  an  accurate  index  to  the  day’s  performance.  The  day  after  the 
circus  or  the  day  before  the  circus  presents  difficulties.  A  happy 
experience  of  the  night  before  may  give  the  pupil  an  insight  or  a 
new  incentive  or  a  greater  determination  or  a  greater  persistency 
for  a  time.  The  advent  of  spring  affects  pupils  differently  and  pro¬ 
duces  differences  in  the  immediate  learning  rate. 

If  subject  matter  were  organized  in  even  steps  (scaled),  it  is  con¬ 
ceivable  that  learning  might  be  a  smooth  unbroken  advance;  but 
since  topics  and  exercises  differ  in  complexity,  meaning,  and  applica¬ 
tion,  it  follows  that  there  is  a  larger  and  more  difficult  task  in  mas¬ 
tering  certain  topics  than  in  others.  Moreover,  the  clarity  of  the 
presentation,  and  the  immediate  applicability  to  familiar  uses  make 
certain  topics  easier  of  comprehension  than  others,  and  give  an 
appearance  of  greater  facility  of  learning  at  one  stage  than  at 
another. 

Varying  Amounts  of  Drill  Needed 
Drill,  therefore,  is  most  effective  when  specific  to  the  different 
needs  of  the  pupils.  Routine  processes,  it  is  true,  are  more  rapidly 
picked  up  by  pupils  of  greater  general  intelligence,  but  certain  dull 
ones  show  similar  facility.  Thus  we  have  come  to  recognize  a  char¬ 
acteristic  called  “verbal  facility,”  sometimes  possessed  by  backward 
pupils,  who  learn  the  multiplication  table,  for  instance,  as  a  verbal 
sequence,  but  show  little  or  no  ability  in  applying  the  process.  Since 
so  much  of  school  education  at  present  depends  upon  verbal  facility, 
those  who  possess  it  have  an  advantage  in  the  performance  of  such 
linguistic  activities,  at  the  same  time  that  pupils  of  really  greater 
general  intelligence  require  more  drill  to  bring  their  verbal  abilities 
to  the  same  level  of  performance.  Obviously,  these  pupils  with  verbal 
facility  but  lowered  general  intelligence,  require  opportunities  for 
development  quite  other  than  the  display  of  their  peculiar  facility. 
Much  time  is  wasted  by  setting  drill  as  a  stint  for  all  to  perform 
regardless  of  the  amount  of  the  ability  which  has  already  been 
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developed.  The  time  at  which  drill  is  needed,  and  is  therefore  most 
effective,  also  differs.  If  the  pupil,  outside  of  school,  has  been  drilled 
in  certain  abilities  and  can  proceed  with  his  development,  there  is  a 
waste  of  his  time  if  this  period  is  taken  for  drill  he  does  not  need. 

Different  Methods  Are  Needed  by  Different  Pupils 
The  term  “methods”  may  refer  to  teacher  methods,  or  to  pupil 
methods.  Teachers  who  have  been  trained  in  one  normal  school  in 
the  year  1900  have  been  given  one  method  of  reading  to  use  for 
all;  teachers  trained  in  another  normal  school  in  the  year  1920  have 
been  given  another  method  of  reading,  perhaps  to  use  for  all.  The 
thought  that  each  teacher  should  have  at  her  command  a  large 
variety  of  methods  seems  worthy  of  consideration. 

Pupils  naturally  adopt  different  methods.  In  a  study  of  arithmetic 
problems  they  are  differently  affected  by  the  size  of  numbers,  the 
notation  in  which  the  numbers  are  expressed,  the  complexity  of 
sentence  structure,  the  closeness  of  association  between  formal  num¬ 
ber  relations  and  their  applications.  Nervousness  may  become 
habitual  and  express  itself  in  various  grimaces  and  random  move¬ 
ments  with  pencil  or  free  hand.  Certain  pupils  try  the  “stab  in  the 
dark”  method  and  await  the  teacher’s  pleasure;  other  pupils  try  to 
visualize  the  stated  situation,  and  still  others  adopt  a  reasoning 
process — “yesterday  I  did  this  so-and-so  and  I’ll  try  the  same  way 
today,”  etc.  But  is  there  a  “right”  method?  If  there  is,  what  are  its 
characteristics  and  what  is  the  later  significance  of  the  “rightness” 
of  that  method?  And  does  this  mean  the  isolation  for  development 
of  a  certain  ability  which  will  become  integrated  in  a  more  complex 
ability  at  a  later  date?  Owing  to  differences  of  experience  which 
have  in  the  past  relieved  pupils  of  embarrassment  before  the  class, 
at  the  board,  or  in  private  conference,  there  is  a  difference  of  method 
of  attack. 

Different  Interests  and  Emotional  Reactions 
Pupils  are  differently  organized  in  the  amounts  of  interests  and 
the  emotional  complexes  which  are  integrated  with  their  activities. 
But  the  terms  used  for  the  description  of  these  organizations  are 
vague.  The  interrelations  and  overlapping  of  these  “fringe”  com¬ 
ponents  in  the  total  organization  of  intelligence  must  await  further 
research  from  the  quantitative  standpoint. 

Certain  emotional  components,  however,  have  been  known  to  influ- 
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ence  the  work  of  the  pupil  and  have  been  shown  to  be  susceptible  of 
modification.  Thus,  fears  are  a  persistent  source  of  difference  in 
pupils.  Fear  of  the  principal,  fear  of  the  teacher,  fear  of  other 
pupils,  fear  of  arithmetic,  fear  of  long  division,  fear  of  ridicule,  fear 
of  standing  before  the  class,  fear  of  certain  playground  activities, 
these  and  many  other  fear  complexes  characterize  and  distinguish 
pupils.  The  sense  of  values,  of  self-reliance,  of  determination,  of 
liking  for  teamwork,  of  enthusiasm  for  group  action,  depend  to 
some  extent  upon  the  emotional  organization.  Ask  a  pupil  whether 
he  would  rather  stand  before  the  class  and  sing  a  song,  or  whether 
he  would  prefer  to  sing  as  a  member  of  the  class,  and  the  eagerness 
with  which  he  responds  will  at  once  distinguish  him  from  others. 

Some  pupils  are  consciously  afraid  of  some  parts  of  their  work, 
not  so  much  because  of  the  work  itself,  as  because  of  the  probability 
that  the  recitation  will  yield  only  criticism  and  ridicule  when  their 
lack  of  facility  of  performance  is  shown.  A  far  greater  number  is 
unconscious  of  the  fact  that  the  inability  “to  make  things  move”  or 
‘to  get  on  with  the  problem”  is  an  inhibition  of  the  fear  type. 
I  can’t”  or  “I  don’t  know  how”  is  sometimes  the  pupil’s  way  of 
aying,  “I  am  perfectly  willing  to  make  a  huge  effort  but  the  path¬ 
way  of  expression  seems  closed  off.” 

The  habit  of  refusing  to  make  the  necessary  effort  is  easily 
formed.  The  pupil  who  “takes  to”  athletics,  where  purposes  and 
■  ims  are  clearly  set  up  as  the  first  step  in  learning  and  where  meth- 
)ds  may  be  learned  by  imitation  and  varied  by  initiative,  sets  up  a 
■ertain  type  of  organization  for  solutions,  quickly  and  joyously.  This 
irganization  may  be  his  one  outlet,  though  this  is  perhaps  rarely  the 
ase.  Other  pupils  find  inspiration  in  other  types  of  skilled  manual 
r  reading  or  esthetic  interests.  The  feeling  of  ease  with  which  this 
rganized  mental  ability  expresses  itself  may  facilitate  the  develop¬ 
ment  of  abilities  in  related  lines  and  yet  may  inhibit  the  develop- 
nent  of  abilities  in  other  lines.  The  common  factors  may  be  emo- 
lonal.  The  general  attitude  of  anticipation  of  embarrassment  or 
ailure  will  then  tend  to  become  habitual  and  with  it  the  character¬ 
ise  inhibitions  of  of  effort. 

The  “will  to  learn”  is  present  in  pupils  in  different  amounts.  Time 
1  lowed  for  the  development  of  incentives  would  well  repay  the 
:acher  in  the  saving  of  time  and  energy  per  unit  of  work.  The  pu- 
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pils  who  approach  school  tasks  with  an  urge  which  has  its  source  in 
home  influence,  and  which  is  constantly  being  developed  by  discus¬ 
sions  and  applications  from  the  home  group,  are  likely  to  possess 
this  general  emotional  attitude  in  larger  amount.  The  possession  of 
this  attitude  is  not  correlated  with  the  economic  status  of  the  home, 
nor  even  with  the  well-meant  efforts  of  the  parents. 

A  source  of  difference  of  pupils  in  school  is  found  also  in  the  abil¬ 
ities  to  make  applications.  These  abilities  assume  an  intellectual 
ability  to  seek  for,  isolate,  and  clearly  envisage  an  aim  or  purpose 
or  goal.  Certain  pupils  possess  these  abilities  in  considerable 
amounts,  but  do  not  perform  so  satisfactorily  on  assigned  work, 
recitations,  or  other  situations  where  verbal  facility  carries  the 
pupil  through.  Occasionally,  one  finds  the  pupil  who  possesses  these 
with  other  abilities  in  large  amounts  and  rejoices  in  the  work  of 
such  a  pupil. 

To  summarize:  Pupils  differ  in  school  by  reason  of  the  develop¬ 
ment  of  their  general  and  special  abilities  to  various  points  along 
the  rise  of  a  learning  curve.  This  is  responsible  for  idiosyncracies  of 
development  of  the  foundations  of  apperception  and  of  activity, 
which  in  turn  put  each  pupil  at  a  disadvantage  and  hinder  his  de¬ 
velopment  in  certain  abilities  which  should  grow  out  of  the  under¬ 
lying  matrix.  Therefore,  different  amounts  of  time  are  required  by 
the  various  pupils  for  the  mastery  of  topics;  different  amounts  of 
drill  are  needed  for  the  development  of  abilities;  different  methods 
are  needed  by  different  pupils;  and  the  pupils  vary  in  their  response 
to  environmental  conditions.  Their  emotional  urge  and  interest 
build  inhibitions  and  facilitations  which  further  distinguish  them 
as  individuals.  These  differences  should  be  given  the  time,  effort, 
and  the  opportunities  for  solution  which  their  importance  for  cit¬ 
izenship  demands. 

B.  Maladjustment  of  Class  Organization  to  Differences 
1.  Administrative  Organization  in  Class  Promotion 

Standardization  of  administrative  organization  and  procedure  is 
necessary.  Among  the  policies  which  must  be  established,  and  for 
which  someone  must  be  held  responsible,  is  that  of  the  teacher 
load.  Suppose  that  forty  pupils  are  decided  upon  as  the  number  of 
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which  each  teacher  must  take  charge.  Forty  pupils  must  then  be 
distributed  to  each  teacher  with  the  least  possible  disturbance 

Now,  the  foregoing  discussion  of  individual  differences  has 
shown  that  no  group  of  forty  children  can  be  brought  together  of 
equal,  or  even  approximately  equal  ability.  Yet  this  group  is  to  be 
promoted  as  a  whole  in  recognition  of  the  work  done  by  the  pupils 
composing  it.  To  be  in  any  sense  an  adequate  recognition  of  their 
work,  such  group  promotion  must  depend  upon  the  way  the  pupils 
are  selected  in  the  first  place.  But  in  actual  practice  the  selection 
depends  upon  psychologically  irrevelant  factors,  such  as  the  cir¬ 
cumstance  that  the  pupils  have  some  of  them  been  in  the  school  the 
previous  year;  or  that  they  are  of  a  certain  age,  or  size,  or  trouble¬ 
someness;  or  that  their  parents  insist;  or  the  pupils  solicit  such  a 
placement.  The  result  is  inevitably  a  mixed  group,  selected  not  on 
the  basis  of  the  possession  of  approximately  equal  amounts  of  abil¬ 
ity  to  do  the  required  work,  but  simply  in  order  to  complete  the 
required  quota. 

Even  were  the  group  better  selected,  we  must  remember  that  the 
amount  of  ability  required  in  a  given  grade  is  not  known.  For  a 
considerable  period,  the  textbook  has  been  the  rough  and  ready 
guide.  Mastery  of  the  textbook  has  been  taken  as  equivalent  to 
ability,  and  the  rough  and  ready  procedure,  recognizing  that  per¬ 
fection  is  unattainable,  has  set  up  70  percent  work  as  a  minimum; 
but  the  meaning  of  this  70  percent  is  undeterminable.  The  levels 
of  difficulty  of  work  assigned  to  a  grade— other  than  textbook 
work,  such  work  for  example  as  sloyd,  music,  or  drawing — are  also 
unknown.  The  mental  picture  of  a  group  selected  on  the  basis  of 
criteria  so  unrelated  to  any  goal,  such  as  citizenship  or  any  other 
definite  goal,  resembles  nothing  so  much  as  a  phantom  of  cubist  art. 

Under  such  a  system  of  placement,  some  85  to  90  percent  of 
pupils  will  be  promoted,  except  in  the  lower  first  grade  and  certain 
departments  of  the  high  school.  The  proportion  depends  upon  the 
amount  of  pressure  brought  to  bear  upon  principal  or  teacher. 
Guided  by  the  same  uncertain  standard,  the  teacher  will  say  that 
the  group  one  year  is  a  very  bright  group;  another  year  that  it  is 
a  rather  slow  group.  But  whatever  her  opinion,  there  is  pressure 
from  below  and  vacancies  to  be  filled  above,  and  the  pupils,  like 
logs  jammed  in  a  stream,  must  be  moved.  Forty  pupils  must  again 
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be  found  to  constitute  a  full  load  for  the  teacher.  And  with  these 
problems  to  the  fore,  no  attempt  is  made  to  ascertain  the  actual 
amount  of  ability  that  has  been  developed  during  the  term.  Indeed, 
no  standard  has  been  set  up  by  which  it  could  be  determined.  When 
pupils  must  be  promoted,  demoted,  transferred,  and  re-grouped  for 
administrative  purposes,  then,  it  is  impossible,  under  a  group  in¬ 
struction  system,  to  have  individual  standards;  yet  any  other 
standards  will  fail  to  disclose  the  progress  of  the  individual. 

Again,  this  70  percent  standard  is  an  unsatisfactory  one  by 
which  to  measure  fitness  for  promotion;  for  if  70  be  understood  to 
mean  that  percentage  of  fitness  to  proceed,  it  is  clear  that  the  pupil 
is  not  ready  to  proceed.  If  this  mark  represents  an  average  of  the 
various  abilities,  then  some  of  them  are  above  70  percent  and  some 
of  them  are  below.  It  is  obvious  that  great  gaps  will  thus  exist  in 
the  foundations  of  such  pupils,  and  each  gap  will  fail  to  support  the 
greater  abilities  required  for  later  development.  Pupils  thus  select¬ 
ed  for  advancement  to  any  grade  are  unequally  prepared  to  do  the 
work  of  that  grade,  and  therefore  the  work  presents  different  de¬ 
grees  of  opportunity  for  development  to  different  pupils.  The  ar¬ 
rangement  prevents  many  of  them  from  having  the  opportunities 
they  are  currently  supposed  to  have.  For,  as  we  have  seen,  oppor¬ 
tunity  is  rightly  measured  by  the  extent  to  which  there  is  ability 
to  take  advantage  of  it.  Exposure  to  recitations  is  not,  in  any  ade¬ 
quate  sense,  opportunity. 

Among  groups  selected  by  this  method,  concerted  work,  except  in 
music  and  play,  is  practically  unknown.  The  abilities  of  the  brighter 
pupils  are  not  evoked  by  the  too-easy  tasks;  while  those  of  the  less 
developed  pupils  are  further  blunted  on  tasks  too  hard  for  their 
powers.  Thus  the  group  work,  not  properly  concerted,  hurts  all,  for 
the  unequal  amounts  of  the  several  abilities  within  the  individual 
can  be  adequately  employed  only  by  suiting  the  task  to  the  level 
of  ability  actually  attained. 

2.  Uniform  Course  of  Study 

The  course  of  study  in  the  past  has  been  uniform,  thanks  to  man¬ 
ufacturers  of  textbooks.  There  are,  indeed,  courses  of  study  which 
consist  merely  of  lists  of  topics  from  the  textbooks  showing  the 
number  of  pages  to  be  covered  in  a  given  time.  The  administration 
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of  the  course  of  study  has  been  uniform  also  in  the  sense  that 
every  pupil  was  expected  to  master  the  same  portion  of  it,  to  ap¬ 
proximately  the  same  degree  of  perfection,  and  in  the  same  time. 

With  the  passing  of  teacher  methods,  and  the  growing  recognition 
that  it  is  pupil  methods  which  are  of  greatest  importance,  a  dis¬ 
tinction  has  been  made  between  subject  matter  as  set  down  in  print 
and  those  useful  concepts,  ideals,  and  activities  which  the  pupil  as 
an  effective  citizen  is  to  employ.  But  whatever  the  ultimate  goals — 
whether  in  terms  of  subject  matter  or  abilities  or  an  abstraction 
such  as  ‘citizenship’  or  ‘character’ — when  thought  of  in  relation  to 
pupils  and  the  course  of  study,  they  must  be  divided  and  subdivided 
in  steps  or  stages  of  development.  To  arrive  at  the  desired  end,  it 
is  apparent  that  daily,  weekly,  monthly  progress  is  by  small  stages. 
Further  analysis  will  apportion  these  elements  to  various  levels 
of  development.  The  pupil  who  would  arrive  at  the  ultimate 
goals  must  have  proceeded  by  small  steps,  through  certain  experi¬ 
ences,  to  the  mastery  of  his  own  abilities,  that  they  may  become 
his  adult  habits,  attitudes,  sense  of  value,  and  mental  possession. 

Various  suggestions  have  been  made  for  changes  in  the  subject 
matter  of  the  curriculum.  One  wants  more  literature,  another  more 
science,  another  more  arithmetic,  another  more  hand  work,  etc. 
Doubtless  the  needs  of  the  modern  citizen  are  along  lines  different 
from  those  of  a  generation  ago  and  therefore  the  content  of  the 
readers  must  change.  But  it  is  worthy  of  consideration,  also,  in  the 
light  of  individual  differences  of  pupils,  that  the  chief  urgency  at 
present  lies  in  the  direction  of  changes  in  the  administrative  en¬ 
forcement  of  the  curriculum,  such  that  the  pupil  may  secure  what  he 
needs,  when  he  needs  it. 

The  definition  of  the  curriculum  in  terms  of  pupil  activities  will 
inevitably  be  an  enormously  complex  statement.  The  pioneer  efforts 
along  this  line  are  already  beyond  the  comprehension  of  the  teacher, 
yet  the  field  is  barely  glimpsed.  But  since  no  one  (least  of  all  the 
teacher)  has  ever  seen  a  display  of  the  data  on  processes  which  now 
engage  her  efforts,  and  since  the  statements  so  far  made  are  a  bare 
beginning  of  such  a  display,  the  magnitude  of  the  task  is  apparent. 

The  subject  matter  of  the  curriculum,  to  become  effective,  must 
dwell  in  the  pupil’s  mind  in  an  appropriate  setting  of  motives,  in¬ 
centive,  and  interest  organizations.  To  follow  the  course  of  study, 
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stated  in  terms  of  subject  matter  without  such  a  setting,  is  to  feed 
the  pupil  cold  storage  meat,  and  leads  to  memorization  of  the  sub¬ 
ject  matter  in  verbal  terms  only.  To  follow  the  course  of  study 
stated  in  terms  of  abilities  and  activities  means  to  vary  the  quantity 
of  subject  matter,  to  enrich  it  as  needed,  to  reduce  it  to  bare  con¬ 
tent  when  it  is  of  less  importance.  If  we  could,  by  a  long  stretch 
of  the  imagination,  conceive  of  a  teacher  who  alone  and  on  the  spur 
of  the  moment  is  able  to  do  this,  there  might  be  greater  hope  of 
efficacy  in  the  recitation  period.  It  is  perhaps  more  likely  that 
students  of  the  curriculum,  and  of  children,  will  accumulate  large 
quantities  of  material  to  be  selected  from  by  the  teacher  for  this 
purpose. 

3.  Textbooks  Not  Adapted  to  Individual  Differences 

Recent  researches  on  the  content  and  form  of  textbooks  are  il¬ 
luminating  and  will  undoubtedly  continue  to  point  out  many  changes 
which  may  be  made  in  them  as  source  material.  The  defect  that 
seems  to  have  been  most  clearly  shown  in  this  respect  is  the  constant 
repetition  of  the  easiest  and  perhaps  least  important  items.  Thus, 
in  certain  arithmetics  2— (-2  appears  many  times  as  frequently  as 
9-)— 7.  Vocabularies  and  sentence  structures  as  well  as  the  relative 
amounts  of  space  given  to  topics  have  also  come  in  for  study,  and 
need  it. 

The  textbook  is  too  limited  in  its  scope.  Readers  are  so  much  alike 
that  it  is  hardly  satisfactory  to  have  supplementary  readers.  Geog¬ 
raphies  are  notoriously  uninteresting  and  uninforming  as  regards 
life  interests.  Adults  prefer  railroad  folders.  There  is  a  world  of 
interesting  matter  to  read  about,  which  unfortunately  is  not  con¬ 
sidered  reading  matter.  It  has  been  suggested  that  this  difficulty 
in  the  textbooks  is  due  to  the  experience  of  publishers  who  have  had 
to  insist  that  the  book  fit  the  ideas  and  tastes  of  the  teachers,  rather 
than  those  of  the  pupils. 

In  the  upper  grades  and  high  school  it  is  evident  that  no  one 
book  can  contain  the  discussion  of  topics  which  it  is  desirable  for 
the  pupil  to  study.  The  need  for  development  of  methods  of  com¬ 
parison  requires  that  he  refer  to  various  authors,  and  other  vari¬ 
eties  of  evidence.  Universities,  in  certain  courses,  have  adopted  the 
source  book  as  a  means  of  directing  pupils’  attention  to  various 
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treatments.  And  since  comparison  is  the  fundamental  process  in 
mental  activity,  the  beginnings  of  reasoning  require  some  such 
facility  for  the  younger  pupil. 

For  the  development  of  the  tool  abilities,  the  bound  book  is  an 
inconvenience.  The  pupil  who  needs  more  drill  or  more  time  for  com¬ 
prehension  of  a  topic  requires  alternate  materials.  Books  are  not 
prepared  as  manuals,  nor  as  exercise  books,  and  for  all  or  nearly 
all  children  these  are  needed.  It  would  be  a  convenience  if  subject 
matter  were  in  exercise  form,  so  organized  as  to  call  for  the  certain 
abilities  which  it  is  desired  to  develop.  Alternative  exercises  of 
equivalent  difficulty  or  meaning  provide  the  slower  or  less  developed 
pupil  with  requisite  material  for  his  work. 

As  with  the  curriculum,  the  most  significant  need  in  the  grades 
is  for  a  flexible  organization  to  suit  the  needs  of  the  pupils.  If  it 
were  possible  to  use  the  textbook  five  minutes  in  the  case  of  one 
pupil  and  five  days  in  the  case  of  another,  this  need  could  perhaps 
be  met.  But  this  question,  overwhelming  without  materials  for  prac¬ 
tice  exercises  and  tests  of  the  immediate  material  by  which  pupils 
can  check  their  own  mastery  and  progress,  is  more  than  a  textbook 
problem. 

4.  Teachers  Not  Adequately  Trained  to  See  and  Allow  for 
Individual  Differences 

We  must  remember  that  the  teaching  body  varies  in  amount  of 
experience  and  amount  and  type  of  training  and  in  individual  abil¬ 
ity  almost  as  much  as  the  student-body.  Each  year  certain  teachers 
without  previous  experience  are  added  to  the  staff.  Each  year  other 
teachers  are  retired.  Some  have  been  trained  to  methods  of  ‘soft 
pedagogy.’  Others  are  martinets.  Still  others  fill  pupils  with  inspira¬ 
tion  and  ambition.  Certain  teachers  are  natural  discoverers  of  talent 
and  special  ability.  It  is,  however,  only  in  the  last  generation  that 
teachers  have  been  included  in  a  scientific  program,  because  of  the 
belief  that  the  problems  are  so  numerous,  and  variations  from  the 
program  so  frequently  necessary  in  order  to  meet  practical  situa¬ 
tions,  that  the  teacher  could  only  be  provided  with  the  tools  and 
technique  for  discovering  her  own  solutions. 

Such  a  method  ignores  the  fact  that  experience  may  be  bad  as 
well  as  good,  and  that  not  always  does  the  number  of  years  of  a 
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teacher’s  career  measure  correctly  her  teaching  ability.  Neither  is 
the  young  and  recently  trained  teacher  always  a  mild  and  adaptable 
person.  Experience,  even  though  uninterpreted,  or  falsely  inter¬ 
preted,  is  held  to  be  the  best  teacher,  and  teacher  training  on  the 
job  is  a  rarity.  Yet  there  are  teachers  in  every  group,  some  older 
and  some  younger,  who  are  eager  to  learn,  even  while  they  work, 
methods  which  will  make  them  effective  in  directing  the  growing 
youth.  By  reading  and  study,  self-directed,  it  may  be  that,  in  the 
course  of  time,  the  majority  of  teachers  may  prepare  themselves  to 
discover  how  far  the  various  abilities  of  a  child  have  developed,  to 
measure  the  amounts  of  growth  he  makes  under  direction,  and 
ultimately  to  set  up  standards  for  each  child,  regardless  of  the 
standard  of  the  room  in  which  he  sits.  Experience  alone,  without 
some  such  training,  does  not  mean  that  a  teacher  possesses  ability 
to  determine  the  amount  of  development  that  has  been  achieved  and 
to  bring  about  development  where  it  is  lacking. 

In  order  that  the  teacher  may  be  encouraged  to  progress  in  this 
direction,  certain  changes  will  be  necessary  in  the  organization  of 
her  work.  As  matters  now  stand,  without  these  changes,  she  could 
do  little  to  suit  instruction  to  individual  needs,  and  it  is  obvious 
that  her  efforts  in  this  direction  will  lack  significance  unless  the 
determinations  can  be  followed  by  corrective  methods  of  instruction, 
or  modifications  of  the  work.  In  California,  the  issuance  of  a  new 
type  of  certificate  is  being  tried  as  an  incentive  to  such  study. 

5.  Class  Size  Often  so  Large  as  to  Make  Diagnosis  and  Help  Difficult 

When  the  class  size  is  beyond  35,  the  amount  of  attention  the 
teacher  can  give  to  any  one  pupil  is  relatively  slight.  Up  to  this 
number  it  has  been  possible  for  the  trained  teacher  to  conduct  an 
‘individual  learning’  plan  of  work.  Beyond  this  number,  the  lecture 
method  and  the  story-hour,  in  which  the  teacher  tells  the  story,  has 
been  found  most  effective  in  keeping  the  pupils  quiet  but  the  exer¬ 
cise  of  abilities — and  this  the  growing  youth  most  needs — cannot 
be  developed  by  the  lecture  method. 

Pupils  differ  in  the  amount  of  time  required  of  the  teacher.  Cer¬ 
tain  pupils,  if  allowed  to  work  uninterruptedly,  will  forge  ahead  at 
a  rapid  pace ;  but  other  pupils  need  aid— the  more,  the  less  developed 
their  abilities.  Each  pupil  will  grow  at  his  own  rate,  relatively  to 
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his  development  and  effort,  if  permitted  to  do  so.  The  present  meth¬ 
ods  of  class  organization  prevent  growth  along  some  lines  in  some 
of  the  pupils  and  turn  growth  in  undesirable  directions  in  others. 

Too  large  classes  make  concerted  or  social  activity  impracticable, 
while  in  a  small  group,  activity  can  be  organized  so  as  to  bring 
about  the  development  of  teamwork  qualities.  At  present,  the  play¬ 
ground  alone  offers  this  opportunity.  But  children  need  to  learn 
to  work  together  efficiently  and  harmoniously  at  least  as  much  as 
they  need  to  learn  to  play  together  on  fair  terms;  hence,  under 
present  conditions — especially  the  condition  of  large  classes — the 
pupils  fail  to  achieve  a  development,  of  great  social  importance, 
which  could  be  brought  about,  in  smaller  classes,  by  concerted 
action. 

To  sum  up:  The  primary  consideration  in  schools  heretofore  has 
been  ease  of  administration,  not  efficiency  of  instruction.  Ease  in 
organizing  and  managing  the  course  of  study,  ease  in  handling  and 
directing  the  use  of  textbooks,  ease  in  organization  of  classrooms, 
have  made  possible  the  administration  with  equal  ease  of  larger  and 
larger  classes.  The  quality  of  the  citizen  who  is  a  product  of  this 
maladjustment  of  the  schools  depends  too  largely  upon  influences 
outside  the  school,  and  is  not  sufficiently  influenced  by  the  school 
training. 

C.  Evils  Resulting  from  Maladjustment 
1.  Retardation 

The  topic  of  evils  is  necessarily  an  unpleasant  one,  but  its  dis¬ 
cussion  may  prove  valuable  if  it  directs  attention  to  sufferings  and 
inefficiences  which  can  be  corrected  by  cautious  but  determined 
thought  and  action.  It  is  valuable  for  the  school  administrator, 
since  it  is  through  the  criticisms  of  his  system  that  he  comes  to 
know  the  temper  of  the  patrons.  The  problems  of  retardation,  grade 
repetition,  non-promotion  and  elimination,  clogging  of  classes, 
grade  skipping  and  evidences  of  the  variation  in  quality  of  work 
are,  in  general,  criteria  by  means  of  which  he  keeps  in  touch  with 
his  own  organization.  Figures,  tables,  and  discussions  of  these  mat¬ 
ters  from  the  administrative  point  of  view  have  been  numerous 
and  the  discussions  conservatively  conducted.  School  administrators 
have  become  familiar  with  them.  From  the  standpoint  of  the 


24 


THE  TWENTY-FOURTH  YEARBOOK 


smooth-running  machine,  they  are  important  enough  to  merit  inten 
sive  study. 

But  from  the  standpoint  of  the  parent  or  child  who  is  directly 
affected,  there  is  another  aspect  of  equal  importance.  And  from  the 
standpoint  of  public  welfare,  certain  interpretations  are  to  be  made 
which  vitally  affect  the  administrator  quite  apart  from  his  own  im 
mediate  organization. 

The  age-grade  table,  for  example,  is  a  method  of  display  of  facte 
of  age-retardation.  It  is  objective  and  accurate.  Its  interpretation, 
however,  is  not  easy,  and  its  significance  unimportant,  since  neither 
ages  nor  grades  touch  the  point  of  difficulty — except,  perhaps,  as  to 
school  seats.  While  it  has  been  facetiously  remarked  that  in  certain 
school  systems  the  only  standard  for  promotion  is  the  size  of  pupils, 
and  that  whenever  a  pupil  is  too  large  for  his  seat  in  a  grade,  he 
should  be  promoted,  yet  in  sober  fact  promotion  on  account  of  size 
is  seldom  resorted  to.  However,  such  statistical  studies  do  make  it 
evident  that  something  over  35  percent  of  the  children  are  educa¬ 
tionally  retarded,  while  another  25  percent  are  accelerated. 

These  facts  of  acceleration  and  retardation  create  a  number  of 
problems.  What  shall  be  the  curriculum?  What  shall  be  the  teacher’s 
aim  and  goal  ?  What  shall  be  the  promotion  standard  ? 

The  present  method  of  handling  a  mixed  group  on  the  same  course 
of  study  and  with  the  same  method  of  recitation  and  presentation  re¬ 
tards  the  bright  and  accelerates  the  dull,  and  the  damage  thus  done 
to  their  minds,  interests,  habits,  and  attitudes  is  as  yet  unmeasur¬ 
able.  If  character  or  citizenship  or  certain  specified  abilities  or  the 
mastery  of  a  certain  subject  matter  is  the  goal,  approximately  70 
percent  are  securing  the  worst  possible  training  for  that  end.  It 
cannot  satisfy  any  conscientious  teacher  to  offer  one  single  ‘patent 
medicine’  curriculum  to  all  pupils,  whether  advanced  or  retarded, 
with  the  expectation  that  in  some  mysterious  way  the  mere  exposure 
to  the  curriculum  is  going  to  lead  the  child  into  habits  and  knowl¬ 
edge  and  power— into  citizenship  or  character.  Under  present  condi¬ 
tions,  the  brighter  35  percent  are  forming  habits  of  slack,  lacka¬ 
daisical,  superficial  attention  to  work,  instead  of  carrying  into  the 
schoolroom  the  vigorous,  determined,  joyful  experience  of  the  play¬ 
ground,  the  field  or  the  camp.  The  dull  pupils,  at  the  same  time,  are 
forming  the  habit  of  letting  the  other  fellow  do  it  if  the  work  is 
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hard,  or  if  some  one  else  wants  to  do  it.  Both  are  being  injured 
mentally  and  spiritually  in  growth  of  habits  and  attitudes.  For  the 
future  application  of  their  efforts,  the  loss  to  society  is  incalculable. 

Grade  repetition  is  part  of  the  same  problem.  The  financial  loss 
implied  in  such  repetition  has  often  been  pointed  out,  but  the  finan¬ 
cial  loss  is  a  paltry  item  as  compared  with  the  later  aggregate  loss 
to  the  commonwealth  through  unproductive  citizenship.  Pupils 
whom  their  own  teacher  would  not  promote,  but  who  are  sent  up  by 
the  principal  to  make  up  another  teacher’s  quota;  pupils  who  were 
promoted  by  the  teacher,  but  who  were  held  back  by  the  principal 
to  keep  the  teacher’s  quota  full;  pupils  who  passed  in  everything 
except  arithmetic;  pupils  held  back  for  geography;  pupils  who  are 
shy  and  diffident  and  do  not  impress  the  teacher — these  types  of 
pupils  and  others  are  repeating  grades.  The  situation  into  which 
they  are  projected  under  the  method  of  one  recitation  for  all  the 
group  not  only  complicates  the  load  of  the  teacher,  but  holds  forth 
a  dreary  prospect  for  the  pupil.  Another  half-year — or  perhaps  a 
whole  year — to  spend  on  “the  same  old  stuff!”  Not  because  he  needs 
it,  not  because  anyone  has  given  enough  attention  to  him  to  discover 
what  he  needs,  but  simply  because  that  is  the  extent  to  which  admin¬ 
istrative  machinery  in  a  standardized  school  takes  account  of  the 
individual’s  need. 

Habits  of  failure  are  real  habits.  The  mental  organization  be¬ 
comes  emotionalized  and  shows  in  hesitations,  and  lack  of  self- 
confidence,  or  in  sullenness  or  bluffing,  depending  upon  the  child’s 
general  attitudes  and  sense  of  values.  The  brighter  child  who  is 
learning  to  work  only  at  easy  tasks  and  who  therefore  is  failing  to 
lay  the  foundations  which  will  be  required  for  the  interpretation 
and  execution  of  later  tasks;  and  the  dull  child  whose  school  life 
has  been  one  succession  of  vague  guesses  in  the  dark  in  the  hope 
that  the  teacher  will  be  pleased  and  pass  him  over,  and  who  also 
has  failed  to  lay  the  foundations  for  future  work,  are  both  headed 
toward  the  habit  of  failure. 

Serious  studies  of  this  bad  habit  have  shown  that  it  is  not  a 
peculiar  property  of  the  dull.  Rather  it  seems  to  be  developed  along 
with  the  knowledge  and  technique  of  work.  Burnham  has  shown 
that  mental  hygiene  and  good  education  occupy  overlapping  fields. 
The  habit  of  failure  is  bad  mental  hygiene  as  well  as  bad  education, 
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and  the  evil  which  has  been  produced  by  the  present  methods  ot 
school  organization  points  to  the  necessity  for  change. 

A  large  non-promotion  record  is  not,  as  is  sometimes  supposed, 
sufficient  evidence  that  high  standards  are  rigidly  adhered  to;  nor 
is  a  low  non-promotion  record  sufficient  evidence  of  low  standards. 
So  long  as  “passing  the  pupil”  is  a  reward  given  by  a  pleased 
teacher  instead  of  the  next  step  in  education  as  determined  by  the 
efforts  of  the  pupil  himself  there  will  be  a  wrong  direction  of  the 
mental  attitudes  of  both  pupil  and  teacher.  It  takes  from  the  pupil 
the  responsibility  for  work  to  be  accomplished  and  turns  his  atten¬ 
tion  to  the  impression  to  be  made  on  the  teacher.  This  is  particu¬ 
larly  true  in  the  high  school  where  the  pupils  have  attained  the 
social  values  and  where  to-day  at  promotion  time  the  teacher  is 
besieged  by  every  device  which  the  ingenious  mind  of  adolescent 
youth  can  bring  to  bear. 

2.  Large  School  Mortality 

Elimination  is  another  phase  of  school  mortality.  Tables  of  figures 
have  appeared  frequently,  dealing  with  the  age  at  which  children 
leave  school  and  give  up  further  effort  to  secure  an  education.  In 
all  such  tables  there  is  an  apparent  tendency  to  avoid  any  admis¬ 
sion  that  the  chief  cause  lies  in  the  determination  of  the  pupil  to 
avoid  a  distressing  and  to  his  mind  unprofitable  expenditure  of 
time.  This  cause  is  concealed  and  yet  revealed  by  all  the  figures 
and  discussions.  For  example,  in  the  lower  grades,  where  voluntary 
action  is  at  a  minimum,  there  is  slight  elimination,  while  in  the 
higher  grades,  with  increase  of  the  pupil’s  freedom  to  think  and 
act  for  himself,  there  is  increased  elimination.  Doubtless  there  are 
some  instances  of  necessary  departure  from  school,  and  undoubt¬ 
edly  a  direct  inquiry  to  the  pupil  will  elicit  a  statement  that  de-* 
parture  is  necessary.  But  the  true  question  is:  would  the  necessity 
be  overwhelming  if  the  pupil  really  wanted  to  remain  in  school? 
There  is  clear  indication  that  many  of  those  who  quit  to  go  to  work, 
voluntarily  eliminate  themselves,  preferring  the  longer  hours  and 
harder  work,  with  freedom  and  association  with  men,  to  the  school¬ 
room  dominated  by  a  personality  which  hands  out  favors  for  work 
which  the  pupil  cannot  see  the  value  of,  and  under  circumstances 
which  breed  the  sense  of  inferiority  and  failure. 
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3.  Clogging  of  Classes 

Mass  Instruction  is  said  to  be  clogged  when  the  group  contains  a 
certain  number  of  children  who  do  not  enter  into  the  interests  and 
activities  of  the  other  children,  who  therefore  feel  out  of  place  be¬ 
cause  of  the  class  feeling  prevalent  among  children,  and  who  acquire 
an  antagonism  to  the  group  and  its  activities  and  to  the  teacher. 
The  misfit  pupil  is  frequently  out  of  place  on  account  of  misbehavior, 
as  well  as  age  and  size.  He  remains  in  the  group  on  account  of  the 
variety  of  reasons  listed  elsewhere.  The  burden  and  embarrassment 
to  the  teacher  under  these  circumstances  is  often  very  great.  The 
principal  does  not  like  to  take  visitors  to  the  room.  The  younger 
children  frequently  make  a  butt  of  the  older  ones.  But  aside  from  all 
this,  we  have  to  consider  that  the  older  children,  themselves,  held 
back  with  the  younger  children,  are  presently  (as  soon  as  possible 
in  many  cases)  going  out  into  the  economic  and  social  world  as 
citizens.  The  question  is:  how  will  society  benefit  most  by  the  pres¬ 
ent  expenditure  of  their  time?  Are  the  schools  devoting  any  great 
amount  of  time  to  giving  them  the  kind  of  experience  and  training 
which  will  develop  to  the  maximum  the  abilities  they  have?  What  is 
the  most  profitable  disposal  of  their  time? 

The  ungraded  room,  the  special  class,  the  “Z”  curriculum,  are  at¬ 
tempts  to  give  to  such  pupils  a  real  opportunity  at  the  same  type  of 
work  as  is  offered  to  the  brighter  or  young  child  who  is  later  to 
go  to  college.  The  development  of  the  abilities  which  the  over-age 
pupil  will  use,  the  development  of  a  sense  of  values  for  the  homely 
virtues  he  should  practise,  the  development  of  the  sense  of  social 
and  civic  values  with  reference  to  which  his  vote  carries  as  much 
weight  as  that  of  the  merchant  prince — are  these  encouraged  by 
the  above  devices?  It  is  a  question  of  importance,  since  it  has  to  do 
with  from  7  percent  to  12  percent  of  the  school  population.  More¬ 
over,  this  is  the  group  from  which  repeaters  are  most  frequently 
drawn,  and  who  thus  cause  a  considerable  extra  expense. 

4.  Grade  Skipping 

Recognition  of  the  needs  of  a  bright  and  attractive  child  results 
occasionally  in  the  extra  promotion,  causing  him  to  skip  that  por¬ 
tion  of  the  work  assigned  to  the  rest  of  his  class  and  to  miss  the 
beginning  work  of  the  next  class  in  order  to  get  one  year,  or  one 


28 


THE  TWENTY-FOURTH  YEARBOOK 


grade,  ahead  of  his  present  status.  That  he  will  miss  a  good  deal  is 
obvious,  but  in  general  it  is  felt  that  what  he  loses  is  less  than  what 
he  gains  in  stimulus  and  in  the  feeling  of  satisfaction.  If  the  cur¬ 
riculum  were  scaled  in  all  subjects,  and  if  the  pupil’s  abilities  were 
known  to  correspond  to  the  amount  of  skipping,  then  this  might  be 
the  correct  procedure,  facilitating  the  development  of  the  bright 
child’s  abilities. 

But  this  extra  promotion  is  not  at  present  a  very  common  occur¬ 
rence.  Several  causes  contribute  to  make  it  unpopular.  There  is  the 
trouble  of  giving  adequate  reasons  for  the  break  in  the  regular 
routine,  so  as  to  satisfy  principal  and  parent.  Moreover,  many 
teachers  fail  to  recognize  the  superbright  child,  owing  to  their  habit 
of  thinking  of  all  children  as  average  children;  furthermore,  every 
teacher  desires  earnestly  to  retain  the  bright  pupils  of  the  room. 
So  much  so,  that  when  pressure  is  brought  to  bear  by  parent  or  by 
principal,  the  teacher  sometimes  argues  against  losing  such  chil¬ 
dren  to  the  teacher  of  the  next  higher  grade.  All  these  circum¬ 
stances  combine  to  make  the  extra  promotion  at  present  a  compara¬ 
tively  uncommon  occurrence. 

Leaders  of  the  new  movement  in  education  propose  to  effect,  by 
means  of  measurements,  a  considerable  increase  in  the  number  of 
such  promotions.  I  believe  that  not  sufficient  regard  is  given  to  the 
wide  range  of  abilities  which  should  be  exercised  in  each  grade  level, 
and  to  the  wider  study  of  the  individual  who  is  to  be  given  the  pro¬ 
motion.  On  the  theory  just  now  prevalent  that  the  child  who  pos¬ 
sesses  a  large  amount  of  one  ability,  will  also  possess  similar 
amounts  of  all  other  abilities,  the  only  remaining  problem  would 
certainly  be  the  determination  of  the  amounts  of  ability  required 
in  the  advanced  grade.  But  until  more  study  has  been  given  in  the 
psychographic  field  to  the  range  of  abilities  possessed  by  the  child, 
and  until  more  definite  information  has  been  gained  regarding  the 
specific  abilities  which  each  grade  is  to  develop,  it  is  my  conviction 
that  grade  skipping  is  deleterious.  For  we  must  remember  that  the 
hierarchy  of  abilities  which  is  forming  and  becoming  facile  under 
the  control  of  familiar  situations  is  the  child’s  most  valuable  pos¬ 
session.  Individuality  and  general  ability  are  both  in  the  making, 
and  the  continuous  processes  of  growth  and  organization  of  mind 
are  the  result  of  the  situations  through  which  the  child  is  succes- 
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sively  passing.  Satisfactory  development,  then,  demands  continuity 
during  the  earlier  stages — continuity,  not  skipping. 

5.  Variations  in  Quality  of  Work 

The  apperceptions  and  appreciations;  the  habits  and  attitudes; 
the  criteria  of  logical,  esthetic,  and  ethical  values  which  are  pro¬ 
ceeding  by  stages  of  growth  toward  an  adult  status,  are  subject  to 
great  variations.  They  show  not  merely  in  the  speed  and  accuracy 
with  which  routine  processes  are  performed,  but  also  in  quality  of 
work.  This  is  dependent  on  the  interest  organization,  on  the  feeling 
of  growth  and  improvement,  on  the  sense  of  personal  importance  in 
the  acquisition  of  new  knowledge,  and  on  the  forward  look  toward 
the  time  when  more  significant  responsibilities  will  be  carried.  The 
will  to  learn,  the  will  to  exercise  ingenuity  and  initiative,  the  will 
to  measure  up,  all  inevitably  lead  to  breaking  away  from  a  set  pro¬ 
gram.  This  freedom  to  grow  is  far  too  limited  under  the  repres¬ 
sions  of  group  quiescence  where  the  teacher  holds  the  center  of  the 
stage,  dictates  methods,  and  determines  solutions.  In  a  scientifically 
organized  school  system,  on  the  contrary,  every  process  vvould  be 
carefully  designed  to  encourage  this  very  freedom  and  range  of 
growth. 

To  sum  up:  The  more  carefully  the  processes  and  goals  of  educa¬ 
tion  are  analyzed  and  made  clear,  the  more  the  fact  appears  that 
individual  differences  are  unavoidable  and  invaluable.  By  means  of 
them  the  public  schools  should  be  able  to  keep  up  a  wholesome  sup¬ 
ply  of  the  many  kinds  of  persons  needed  to  carry  on  the  complex 
work  of  civilization,  all  of  these  different  individuals  with  trained 
abilities  in  a  state  of  healthy  and  buoyant  readiness  to  perform 
their  appropriate  tasks. 

D.  Conclusion 

The  extent  of  the  individual  differences  among  children  is  just 
beginning  to  be  realized.  They  are  due  in  some  degree  to  inheri¬ 
tance  and  are  magnified  by  differences  in  experience.  The  differences 
are  enormously  complex.  In  our  schools  they  make  any  form  of 
mass  instruction  inadequate  to  meet  the  varying  needs  and  abilities 
of  the  children.  Children  need  differing  amounts  of  time  and  of  drill, 
and  different  children  need  different  methods. 

Schools  heretofore  have  to  a  large  extent  ignored  these  differ- 
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encea,  in  an  attempt  to  get  simple,  uniform  organization,  courses 
of  study,  and  textbooks.  The  schools  have  therefore  failed  to  exert 
the  influence  that  they  should  toward  developing  good  citizenship. 

This  failure  manifests  itself  in  certain  bad  habits  fixed  upon  the 
children.  These  habits  include  the  habit  of  failure,  the  habit  of  half- 
done  work,  the  habit  of  work  below  one’s  full  powers,  the  habit  of 
shirking.  Furthermore,  in  the  economic  waste  of  re-educating  re¬ 
peaters,  of  holding  out  of  productive  activities  for  one  or  more  years 
those  children  whose  time  is  wasted  by  maladjustment,  and  in  turn¬ 
ing  out  half-educated,  those  children  whose  failure  has  discouraged 
them  from  further  education  effort,  the  school  system  itself  is  dis¬ 
playing  not  only  inefficiency,  but  bad  citizenship. 

Individual  differences  among  children,  while  disturbing  to  a 
system  of  education  which  tries  to  ignore  them,  are  potentially  the 
means  by  which  human  society  may  progress. 


SECTION  II 

TYPICAL  ATTEMPTS  TO  ADJUST  SCHOOLa  f 0  INDIVIDUAL 

DIFFERENCES 


The  individual  differences  existing  among  children  and  the  fail¬ 
ure  of  the  traditional  class  method  of  instruction  to  make  ade¬ 
quate  provision  for  them  have  been  recognized  to  a  greater  or  less 
degree  for  many  years.  With  the  spread  of  the  measuring  movement, 
however,  the  differences  have  become  more  obvious  and  the  conse¬ 
quent  attempts  to  adjust  the  schools  to  individuals  have  become 
more  numerous. 

These  attempts  fall  under  two  main  heads:  (A)  attempts  to  ad¬ 
just  the  schools  to  individual  differences  while  retaining  much  of 
the  class  system  organization  and  method,  and  (B)  attempts  involv¬ 
ing  the  definite  breaking  up  of  the  class  organization  for  individual 
work  in  the  common  essentials. 

Typical  experiments  along  both  lines  are  described  in  this  section. 
We  have  not  tried  at  all  to  cover  every  experiment,  but  the  impor¬ 
tant  types  of  experiments  are  outlined  as  exemplified  in  various 
schools  and  systems. 
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A.  ADJUSTING  TO  INDIVIDUAL  DIFFERENCES  WHILE 
RETAINING  THE  ORGANIZATION  AND  THE 
METHOD  OF  THE  CLASS  SYSTEM 

I.  COACHING  LAGGARDS 

Even  before  the  days  of  accurate  measurement  in  education,  it 
as  obvious  that  the  schools  were  failing  to  adapt  themselves  to 
ome  individuals.  These  children  could  not  keep  pace  with  the  rest 
d  the  class — they  lagged  behind,  became  discipline  problems, 
•logged  classes  by  repeating  grades  and  were  stigmatized  as  failures. 
To  help  these  children,  John  Kennedy,  for  many  years  superinten¬ 
dent  of  schools  in  Batavia,  New  York,  developed  a  form  of  individual 
nstruction  about  three  decades  ago.  Essentially  his  plan  was  a 
method  of  coaching  and  encouraging  the  laggards;  of  keeping  them 
up  with  the  rest  of  the  class.  An  extra  teacher  was  usually  assigned 
to  this  duty,  in  each  room,  the  regular  class  teacher  being  able,  in 
consequence,  to  handle  large  classes. 

A  modern  adaptation  of  this  Batavia  Plan  is  in  successful  opera¬ 
tion  at  Mt.  Vernon,  New  York.  The  superintendent  there,  William 
H.  Holmes,  believes  in  keeping  the  class  organization  intact,  as  John 
Kennedy  used  to  do  at  Batavia;  and  like  Kennedy,  he  provides  for 
the  coaching  and  encouraging  of  the  laggards — not  by  an  extra 
teacher  in  each  room,  however,  but  by  providing  an  hour  each  day 
for  individual  help  by  the  classroom  teacher,  and  by  assigning  one 
or  more  special  teachers  in  each  school  to  help  the  laggards  who 
need  more  help  than  their  own  teachers  can  give  them.  But  let  him 
tell  his  own  story. 


An  Example  from  Mount  Vernon,  New  York 
By  William  H.  Holmes 
Superintendent  of  Schools 


The  inspiration  for  the  individualized  instruction  done  in  the 
Mount  Vernon  schools  came  through  the  work  of  Mr.  John  Kennedy, 
former  superintendent  of  schools  in  Batavia,  who  was  the  first  edu¬ 
cator  in  the  United  States  to  recognize  the  real  need  of  individual¬ 
izing  school  work.  He  is  really  the  pioneer  in  emphasizing  the  im- 
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portance  o'f  diagnosing  the  needs  of  the  individual  pupil.1  As  time 
goes  on,  his  name  will  stand  out  more  and  more  as  one  of  the  real 
discoverers  in  education. 

It  is  generally  admitted  that  schools  become  vital  only  as  they 
become  human,  and  they  become  human  only  as  they  tend  to  individ¬ 
ualize  the  unit  personalities  composing  them.  This  process  of  indi¬ 
vidualization  is,  morever,  a  socializing  and  co-operative  process  in 
which  the  teacher  and  the  needy  child  work  together  in  order  that 
in  the  end  the  child  may  better  fill  his  place,  first  in  the  school  and 
later  in  society  at  large. 

The  time  schedule  of  the  elementary  schools  of  Mount  Vernon 
allows  an  hour  a  day  in  each  grade  for  individualized  work,  during 
which  time  the  teacher  who  has  learned  how  to  individualize  her 
teaching  may  meet  and  work  with  children  as  individuals  while  the 
other  members  of  the  class  are  engaged  upon  profitable  class  work 
Many  of  the  teachers  in  our  schools  have  learned  to  use  this  time  to 
excellent  advantage.  There  are,  however,  some  teachers  who  foi 
various  reasons  fail  to  make  good  use  of  this  important  period.  It 
has  been  found  best,  however,  not  to  be  over-insistent  on  the  strict 
use  of  the  individual  time  on  the  program  of  each  teacher,  for  be¬ 
fore  a  teacher  can  do  the  right  kind  of  individualized  teaching  sh< 
must  believe  in  it  and  truly  enter  into  its  spirit.  In  securing  the  besi 
results  in  this  kind  of  teaching,  the  spirit  in  which  the  work  is  done 
counts  more  toward  success  than  any  other  single  element.  The  pa¬ 
tience,  sympathy,  and  optimism  which  constitute  the  fundamental 
elements  of  the  spirit  of  individualized  teaching  are  developed  only 
after  the  teacher  sees  the  real  importance  of  reaching  individual 
children  and  has  experienced  the  joy  of  leading  some  needy  boy  or 
girl  from  darkness  into  light. 

We  have  found  from  experience  that  it  pays  to  be  patient  with 
teachers  who  have  not  quickly  learned  to  use  the  individual  periods 
particularly  well,  for  in  many  cases,  after  a  longer  or  shorter  time, 
such  teachers  have  come  to  see  the  really  great  importance  of  indi- 


i  Without  intending  to  disparage  the  contribution  of  Supt.  Kennedy,  it 
may  be  pointed  out  that  systematic  plans  for  injecting  flexibility  into  the 
stock  grade  system  had  been  set  forth  by  Dr.  W.  T.  Harris  as  early  as 
1868,  and  W.  J.  Shearer,  in  1866,  and  others  not  long  after,  had  con¬ 
trived  various  plans  to  favor  the  progress  of  individual  pupils.  See  the 
Twenty-Third  Yearbook. — Editor. 
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v, dualized  teaching  and  have  come  to  know  how  to  use  the  individ¬ 
ual  time  to  excellent  advantage.  To  have  insisted  on  having  individ¬ 
ual  work  done  before  the  teacher  was  ready  to  do  it  well  would  have 
almost  ceitainly  resulted  in  having  it  done  mechanically  and  without 
'he  proper  spirit.  Furthermore,  it  would  be  too  much  to  expect  that 
all  teachers,  schooled  as  teachers  are  in  our  normal  schools  and 
schools  of  education  to  look  upon  teaching  largely  as  a  mass  process, 
would  quickly  see  the  value  of  the  individualized  process  of  teaching. 
Some  very  good  class  teachers  are  apparently  so  constituted  that 
they  are  not  happy  in  teaching  children  as  individuals.  They  seem 
to  need  a  group  of  children  to  inspire  them.  The  great  majority  of 
teachers,  however,  while  oftentimes  slow  to  grasp  the  real  signifi¬ 
cance  of  teaching  individuals,  come  finally  to  see  its  true  value  and 
learn  how  to  do  the  work  well. 

While  no  specific  time  has  been  assigned  for  individual  instruc¬ 
tion  in  the  high-school  program,  high-school  teachers  have  been 
urged  to  catch  the  spirit  and  master  the  technique  of  individualized 
instruction,  and  many  of  the  high-school  teachers  in  Mount  Vernon 
are  using  individualized  instruction  to  the  great  advantage  of  their 
pupils.  The  high  school  should  be  the  most  fertile  field  for  individ¬ 
ualized  teaching.  The  individual  adviser  at  the  high  school  does  a 
large  amount  of  work  with  individual  boys  and  girls,  and  it  is  hoped 
that  through  his  diagnostic  work  he  will  be  able  to  bring  to  many  of 
the  other  teachers  in  the  high  school  the  importance  of  adjusting 

many  pupils  to  their  work  in  the  school  through  individualized 
teaching. 

In  order  to  do  successful  individualized  work  two  things  are 
essential:  the  right  spirit  and  the  right  method. 

The  Right  Spirit 

The  right  spirit  is  the  motive  power  that  sends  the  teacher  along 
the  way  of  right  method  to  victory  over  slow  and  retarded  minds 
The  essentials  of  the  right  spirit  are:  cheerfulness,  sympathy 
patience.  ' 

A  smile  on  the  part  of  the  teacher  and  a  word  of  approval  if  the 
pupil  succeeds,  and  a  smile  and  a  word  of  encouragement  if  he  fails  • 
these  things  are  necessary.  An  atmosphere  of  cheerfulness  must 
pervade  the  room  if  individualized  instruction  is  to  succeed. 
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There  must  be  sympathy  on  the  part  of  the  teacher.  Sympathy 
enables  the  teacher  to  put  herself  in  the  place  of  the  pupil.  It  sees 
difficulties  as  the  pupil  sees  them.  It  is  the  power  that  enables  the 
adult  to  be  a  child  again  and  the  teacher  to  assume  as  many  differ¬ 
ent  individualities  as  she  has  children  under  her. 

Patience  is  necessary.  For  days,  weeks,  and  months  sometimes 
a  teacher  may  work  with  some  backward  child  with  no  apparent 
results  in  the  way  of  improvement.  But  patience  in  the  end  is  sure 
to  win,  even  though  the  results  be  small,  comparatively.  However, 
for  the  child  who  achieves  even  a  little,  the  victory  is  usually  a  great 
one. 

Patience,  sympathy,  and  cheerfulness  are  essential  to  the  right 
spirit  in  giving  individualized  instruction.  Without  the  spirit  which 
they  engender,  no  teacher  can  succeed  with  individual  children  in 
large  measure. 

The  Right  Method 

The  right  spirit  of  work  must  take  the  right  direction  or  follow 
the  right  method  with  reference  to  both  individual  work  and  class 
work. 

In  the  preceding  paragraphs  the  aim  has  been  to  show  that  by 
creating  the  right  atmosphere  in  the  room  and  the  right  attitude  in 
herself,  the  teacher  must  seek  to  win  the  pupil’s  heart,  and  through 
his  heart  lead  him  to  exert  his  will;  for  it  is  weakness  of  will  rather 
than  weakness  of  intellect  that  is  the  cause  of  the  slow  progress  of 
the  great  majority  of  backv/ard  children.  This  leads  us  to  the  steps 
in  the  “Right  Method”  of  individualized  instruction. 

1.  The  pupil  is  called  to  the  desk.  The  teacher  calls  the  pupil  need¬ 
ing  assistance  to  her  side  at  the  desk. 

2.  The  teacher  works  to  remove  the  most  elementary  difficulty.  In 
a  low  voice  and  with  perhaps  a  pleasant  word  of  encouragement  or 
suggestion  the  teacher  directs  the  mind  of  the  pupil  to  the  difficulty 
that  is  retarding  him.  This  difficulty  may  be  the  result  of  failure  to 
grasp  some  point  that  should  have  been  grasped  years  before.  On 
this  point,  however  far  away  it  may  be  from  the  regular  class  work, 
the  teacher  must  focus  the  mind  of  the  child  and  her  powers  of 
teaching.  Until  these  fundamental  points  are  mastered,  there  can 
be  no  true  progress.  Under  the  all-class  method  the  teacher  rarely 
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if  ever  finds  out  the  difficulties  that  are  retarding  individual 
children. 

3.  The  pupil  is  made  self -helpful.  The  teacher  leads  the  pupil  to 
master  the  difficulties  himself,  both  by  not  telling  him  anything  that 
by  judicious  questioning  he  can  be  led  to  discover  for  himself,  and 
by  not  doing  the  pupil’s  work  for  him.  The  fundamental  principle  of 
education  is  self-activity;  the  teacher’s  function  is  to  find  out  just 
what  the  pupil  knows  and,  with  this  knowledge  as  a  basis,  to  lead 
him  to  see  his  way  and  to  do  the  work  himself. 

4.  It  teaches  pupils  how  to  study.  Individualized  instruction  fur¬ 
nishes  an  opportunity  to  teach  pupils  how  to  study.  Many  pupils 
fall  behind  their  classes  because  they  have  never  been  taught  to  see 
the  difference  between  the  important  and  the  unimportant.  Through 
proper  individualized  instruction,  they  can  be  trained  or  led  to  mas¬ 
ter  the  printed  page. 

5.  Individualized  instruction  should  he  wholly  individual.  Indi¬ 
vidualized  work  should  be  done  with  one  pupil  at  a  time.  Group 
instruction  will  never  enable  a  teacher  to  get  close  to  the  heart  of 
the  child  and  lead  him  to  reveal  himself.  Timidity  has  caused  many 
a  pupil  to  fail.  The  encouragement  and  aid  that  come  through  indi¬ 
vidual  instruction  will  make  many  a  timid  pupil  self-reliant. 

6.  The  teacher  finds  the  pupils  who  need  individual  aid.  During 
the  class  recitations  the  teacher  should  make  note  of  pupils  who 
seem  to  fail  because  they  do  not  understand  certain  points.  At  the 
next  individual  period,  these  pupils  should  be  called  to  the  desk  for 
consultation^  and  help.  By  examinations  of  the  daily  written  work 
and  of  the  tests  that  may  be  given  from  time  to  time,  the  teacher 
will  be  able  to  find  the  weak  spots  that  must  be  strengthened 
through  individualized  work.  The  teacher  is  to  be  the  judge  of  who 
needs  aid.  She  is  not  to  wait  for  the  pupils  to  ask  for  aid. 

7.  Record  of  work.  The  name  of  each  pupil  who  receives  aid 
should  be  recorded  in  a  record  book.  Such  a  record  will  keep  tl  e 
teacher  on  the  right  track  and  will  enable  her  to  recall  the  steps  by 
which  she  led  a  retarded  mind  from  darkness  into  light. 

8.  Class  work.  During  the  individual  period,  the  class  is  engaged 
upon  profitable  study  work.  Individualized  instruction  offers  an 
opportunity  to  have  real  supervised  study.  The  teacher,  having 
given  proper  directions  to  the  children  of  the  class  regarding  how  to 
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study,  sees  during  the  individual  period,  that  they  do  study  and  in 
case  anyone  at  his  own  desk  seems  to  need  help  she  can  call  him  to 
her  side  at  the  front  of  the  room  and  there,  in  the  presence  of  the 
class  and  yet  apart  from  the  class,  help  him  with  his  problem.  The 
teacher  also  from  time  to  time,  when  the  individual  period  is  from 
one-half  to  three-quarters  of  an  hour  long,  may  go  around  the  room 
to  see  just  what  the  pupils  are  doing  at  their  seats. 

Special  Individualized  Work 

In  addition  to  the  work  done  by  the  classroom  teacher,  there  are, 
in  the  high  school  and  in  all  the  elementary  schools  of  the  city,  one 
or  more  special  individual  teachers  who  do  nothing  but  work  with 
needy  pupils,  from  the  several  classrooms  of  the  building,  whose 
cases  require  too  extended  attention  for  the  classroom  teacher  to 
give  them  the  time  that  they  need  during  the  regular  school  hours. 

At  the  beginning  of  the  year,  these  teachers  work  with  pupils 
who  have  been  given  what  are  called  “double  promotions,”  in  order 
that  they  may  be  adjusted  speedily  to  the  grade  of  work  to  which 
they  have  been  promoted.  This  requires  from  one  or  two,  up  to 
fifteen  or  twenty,  individual  session  periods  of  one-half  hour  each. 
During  the  remainder  of  the  year,  these  teachers  are  concerned 
with  cases  of  children  who  are  out  of  adjustment  because  of  absence, 
late  entrance,  or  slow  mentality. 

One  of  these  special  individual  teachers  works  only  with  pupils 
who  do  not  know  the  English  language.  Such  pupils  are  placed  in 
classes  with  other  pupils  of  equivalent  age,  going  to  the  individual 
teacher  for  periods  of  a  half  hour  to  an  hour  each  day  until  they 
have  learned  to  speak  English.  The  progress  of  some  of  these  pupils 
has  been  remarkable. 

What  Teachers  Think  of  Individualized  Instruction 

The  following  quotations  are  chosen  at  random  from  among 
many: 

“It  has  given  me  a  better  chance  to  study  the  individual  and  to  do 
away  with  the  strained  relationship  sometimes  existing  between  the 
pupils  and  their  teachers.” 

“It  helps  eliminate  the  after-school  session,  creates  self-reliance  for 
the  timid,  and  establishes  general  benefits  for  all.” 
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“Individual  contact  with  the  child  opens  up  better  understanding  be¬ 
tween  teacher  and  pupil,  removing  shyness  on  the  part  of  the  pupil, 
giving  >him  confidence  in  himself  during  recitation,  because  he  knows 
that  the  teacher  has  a  personal  interest  in  him.” 

One  of  the  new  teachers  writes:  “The  time  devoted  to  individual  in¬ 
struction  is  a  credit  to  this  school  system.  The  teacher  makes  a  study 
of  the  child  and  in  clearing  up  his  difficulties,  leaves  him  happy  and  able 
to  work  independently.” 

“The  majority  of  the  pupils  of  my  class  have  voted  that  individual 
help  periods  have  made  them  better  students  than  they  otherwise  would 
have  been.” 

“Pupils’  conduct  improves  as  they  feel  friendliness  toward  the 
teacher.” 

“I  am  able  to  show  children  how  to  study — how  to  use  their  books,  how 
to  use  the  appendix,  index,  etc.  I  am  able  to  point  out  to  them  ways  of 
logical  reasoning.” 

“Great  aid  to  the  foreign-speaking  children  in  teaching  them  English.” 

“Helps  the  bright  child  who  is  often  ‘born  short’  in  certain  subjects.” 

“At  the  beginning  of  the  term,  I  thought  some  of  our  children  were 
helpless  in  spelling.  Through  individual  help  periods,  I  was  able  to  over¬ 
come  this  difficulty.” 

“Has  been  most  valuable  in  improving  written  composition  with  the 
slow  pupils.” 

“My  children  seem  so  happy  that  they  are  working  and  accomplishing 
correct  results,  which  is  made  possible  through  individual  instruction.” 

“A  splendid  opportunity  to  help  the  individual  that  enters  late.” 

Results  of  the  Work 

While  we  have  kept  no  accurate  record  of  the  results  of  indi¬ 
vidualized  instruction,  we  are  convinced  that  hundreds  of  pupils 
each  year  are  able  to  win  success  and  happiness  in  school  work  who, 
under  the  ordinary  school  procedure,  would  have  won  only  a  failure 
and  discouragement. 


II.  ALLOWING  EXTRA  TIME  FOR  LAGGARDS 

The  Gary  Schools,  through  their  platoon  organization,  have  made 
it  possible  for  children  who  are  slow  in  any  particular  subject  to 
increase  the  time  spent  on  that  subject,  at  the  expense  of  some  of 
their  play  or  shop  or  assembly  activities,  or  through  summer  or 
Saturday  work.  This  is  briefly  explained  by  Superintendent  Wirt. 


Some  Features  of  Time  Distribution  at  Gary,  Indiana 
By  William  Wirt 
Superintendent  of  Schools,  Gary,  Ind. 


Children  in  the  schools  of  Gary,  Indiana,  are  grouped  into  rapid, 
average,  and  slow  working  classes.  This  is  possible  because  there  are 
so  many  classes  in  each  building  owing,  first,  to  the  practice  of 
having  half  of  the  class  group  reciting  while  the  other  half  is  study¬ 
ing,  and  second,  to  the  Gary  school  organization,  which  increases 
the  capacity  of  the  building  approximately  70  percent. 

The  school  classroom  day  is  420  minutes  long,  with  half  the 
classes  in  academic  work  while  the  other  half  are  in  special  work.  It 
is  posible  to  substitute  a  period  of  academic  work  for  a  play  period 
or  an  auditorium  period  and  thus  give  more  time  to  a  subject  or 
part  of  a  subject.  For  example,  a  student  in  percentage  may  be 
given  an  extra  period  daily  for  percentage  or  a  review  of  common 
and  decimal  fractions. 

All  schools  are  open  Saturday  for  individual  instruction  and 
pupils  can  elect  the  work  they  wish  to  do.  Thus,  a  child  can  work 
three  hours  Saturday  morning  in  one  or  several  subjects  with  a 
teacher  in  charge  for  guiding  the  individual  work  of  the  children, 
but  not  for  holding  recitations.  Seventy-five  percent  of  the  children 
attend  Saturday  school  and  80  percent  of  these  elect  academic 
studies. 

Eighty  percent  of  the  children  attend  summer  school  for  eight 
weeks  and  make  individual  adjustments  during  this  time. 

As  a  rule,  classes  are  not  more  than  ten  weeks  apart.  In  many 
cases,  with  the  help  of  the  Saturday  school  and  extra  time  in  arith- 
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metic,  pupils  can  advance,  at  any  time  of  the  year,  to  a  higher  class 
group. 

I  do  not  consider  any  of  the  devices  mentioned  above  as  satisfac¬ 
tory,  because  all  merely  help  to  keep  the  children  progressing  uni¬ 
formly  in  rapid,  average,  or  slow  working  groups.  We  do  not  secure 
individual  instruction  and  progress  except  in  Saturday  schools  and 
here  it  merely  helps  to  keep  the  child  in  harmony  with  his  class 
group. 

Each  year  the  size  of  the*  groups  is  reduced  by  increasing  their 
number,  but  Gary  is  a  long  way  from  the  one-pupil  group. 


III.  THE  INTENSIVE  STUDY  OF  PROBLEM  CASES 
A  scientific  variant  of  the  coaching  of  laggards  or  the  giving 
extra  time  to  slow  pupils,  is  the  intensive  study  of  individuals  who 
meet  unusual  difficulties,  followed  by  appropriate  remedial  work. 
Indeed,  this  is  needed  under  any  plan  of  individual  work,  as  no  sys¬ 
tem  can  take  care  of  the  real  problem  cases  without  scientific  diag¬ 
nosis  through  intensive  personal  study.  The  University  of  Chicago 
has  occupied  a  leading  position  in  such  individual  studies.  Dean 
Gray  of  that  institution  illustrates  this  procedure  in  the  following 
contribution. 


An  Illustration  from  the  University  of  Chicago 
By  William  S.  Gray 

Dean  of  the  College  of  Education,  University  of  Chicago 


One  of  the  most  recently  developed  methods  of  providing  for  indi¬ 
vidual  needs  is  to  make  intensive  studies  of  pupils  who  encounter 
unusual  difficulty  and  to  take  the  necessary  corrective  steps  or  to 
provide  appropriate  remedial  instruction.  One  example  follows, 
taken  from  the  field  of  reading: 

A  third-grade  boy  was  unable  to  make  any  score  on  the 
Gray  Oral  Reading  Test.  Since  he  was  suspected  of  being 
feeble-minded,  he  was  given  the  Binet  test.  This  test  showed 
him  to  be  normal  mentally,  and  accordingly,  further  effort 
was  made  to  find  the  cause  of  his  poor  reading.  His  eyes  were 
tested  with  the  letter  chart  and  seemed  normal.  When  ques¬ 
tioned,  however,  he  reported  that  the  letters  looked  as  if 
“someone  had  put  a  wet  blotter  on  the  book”  and  blurred 
them.  His  eyes  were  treated  and  fitted  with  glasses,  and  at 
the  close  of  one  year  he  scored  39  on  the  Gray  Oral  Reading 
Test.2 

The  case  which  has  been  described  is  an  excellent  example  of  the 
fact  that  many  pupils  encounter  serious  personal  handicaps  which 
can  be  discovered  only  through  detailed  and  somewhat  technical 
studies  of  their  difficulties.  Other  examples  could  be  given  which 

2  William  S.  Gray,  Remedial  Cases  in  Reading:  Their  Diagnosis  and 
Treatment.  Supplementary  Educational  Monographs,  No.  22,  p.  15.  Chi¬ 
cago:  Department  of  Education,  The  University  of  Chicago. 
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show  that  many  pupils  fail  for  reasons  which  could  be  corrected 
through  appropriate  instruction.  For  example,  the  following  causes 
of  difficulty  or  failure  in  comprehension  in  reading  were  discovered 
through  the  intensive  study  of  a  number  of  cases:  little  or  no  train¬ 
ing  in  habits  of  intelligent  interpretation ;  failure  to  direct  attention 
to  the  content  while  reading;  an  inadequate  background  of  experi¬ 
ence;  an  over-active  imagination  which  resulted  in  reading  into 
passages  things  that  were  not  there;  lack  of  interest  in  reading; 
inattention ;  ineffective  application.  When  regular  classroom  instruc¬ 
tion  was  supplemented  for  a  time  by  carefully  selected  practice 
exercises,  most  of  the  pupils  in  question  overcame  their  difficulties 
and  were  able  to  continue  their  work  more  nearly  on  a  basis  of 
equality  with  the  other  members  of  their  class. 

The  statements  which  have  been  made  concerning  failure  in  read¬ 
ing  apply  to  practically  all  subjects  of  the  curriculum.  There  are 
thousands  of  boys  and  girls  in  school  each  year  who  make  little  or 
no  progress  because  of  inaccuracies  and  personal  handicaps  which 
could  be  eliminated.  These  difficulties  result  in  discouragement, 
retardation,  and  elimination  in  far  too  many  cases.  “Society  recog¬ 
nizes  clearly  that  children  differ  widely  in  native  endowment  and 
learning  capacity ;  it  insists,  however,  that  schools  utilize  every 
means  possible  to  provide  the  most  effective  instruction  for  each 
child.”  This  means  that  regular  class  work  must  be  supplemented 
by  systematic  detailed  studies  of  the  difficulties  of  each  child  and 
that  appropriate  remedial  instruction  must  be  provided. 

Only  a  few  examples  of  such  work  in  school  systems  can  be 
described  here  because  of  the  limitations  of  space.  Superintendent 
C.  J.  Anderson  and  Miss  Elda  Merton3  have  reported  a  number  of 
intensive  studies  of  reading  made  at  Stoughton,  Wisconsin.  The 
initial  diagnoses  were  made  through  the  use  of  standardized  tests. 
Supplementary  information  was  secured  from  a  study  of  a  child’s 
physical  record,  home  environment,  nativity,  nurse’s  report,  and 
records  in  other  studies.  When  the  needs  of  given  pupils  were  deter¬ 
mined,  individual  help  was  provided  in  which  the  teacher  varied  the 

amount  and  character  of  the  work  according  to  the  particular  needs 
of  the  pupils. 


3  C.  J.  Anderson  and  Elda  Merton.  “Remedial  work  in  reading  ”  TFia**, 
Sch.  Jour.,  20  (May-June,  1920),  685-701;  772-791  readinS*  Elem. 
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Detailed  studies  in  arithmetic,  similar  to  those  described  in  read¬ 
ing,  have  been  made  by  Uhl4.  The  method  employed  in  these  studies 
was  to  take  to  a  quiet  part  of  a  building,  pupils  who  were  failing  in 
the  fundamental  processes  and  to  make  an  assignment  from  the 
Courtis  Practice  exercises.  As  a  pupil  reported  the  answers,  the 
teacher  directed  attention  to  his  methods  of  work.  Many  interesting 
facts  were  discovered  which  explained  the  causes  of  difficulty  and 
suggested  appropriate  remedial  measures.  For  example,  it  was  found 
that  some  pupils  ‘broke  up’  the  larger  digits  in  making  such  com¬ 
binations  as  9— (-7— J— 5 ;  others  employed  laborious  methods  in  sub¬ 
tracting  and  dividing  which  showed  resourcefulness,  but  which 
greatly  retarded  the  speed  of  work. 

The  value  of  detailed  studies  of  the  types  which  have  been 
described  has  been  definitely  established.  The  fact  is  generally  ad¬ 
mitted  that  such  studies  should  supplement  the  regular  work  of  the 
classroom.  One  advantage  which  attaches  to  this  procedure  is  that 
appropriate  individual  help  can  be  given  without  modifying  class 
organizations.  A  second,  and  even  greater  advantage,  is  that  it  usu¬ 
ally  leads  to  a  clearer  insight  on  the  part  of  the  teacher  into  the 
specific  teaching  problems  involved. 

4  w.  L.  Uhl.  “The  use  of  standardized  materials  in  arithmetic  for 
diagnosing  pupils’  methods  of  work.”  Elem.  Sch.  Jour.,  18  (November 
1917),  215-218. 


IV.  ABILITY-GROUPING 

Among  the  early  attempts  to  adjust  schools  to  individual  differ 
ences  were  several  plans  for  dividing  classes  into  ability-groups 
Sometimes  the  groups  that  were  brightest  were  allowed  to  complet* 
their  school  course  in  a  shorter  time,  as  at  New  Cambridge,  Nortl 
Denver,  and  Portland,  Oregon.  In  other  places,  e.  g.,  Santa  Barbara 
the  children  all  remained  in  school  for  the  same  length  of  time,  bu 
the  brighter  children  had  an  especially  enriched  curriculum  and  tb 
slow  ones  a  curriculum  of  the  bare  minimal  essentials. 

Ability-grouping  has  recently  come  into  strong  favor  with  man 
people.  Intelligence  tests  and  achievement  tests,  usually  checked  b; 
teachers’  judgments,  have  been  used  to  determine  the  group  i 
which  each  child  belongs.  The  instruction  in  each  group  has  the 
presumably  been  modified  to  fit  the  type  of  children  composing  it. 

Two  modern  ability-grouping  plans  are  described  below.  The  on 
at  Detroit  is  the  best  known  in  the  country.  The  one  in  Los  Angele:- 
while  not  so  extensive,  is  significant  for  its  success  in  bringing  hal 
of  the  slow  group  up  to  normal  in  a  surprisingly  short  time. 


1.  Ability-Grouping  in  Detroit  Schools 
By  Stuart  A.  Courtis 
Detroit  Teachers  College 


Detroit  has  had  special  classes  for  atypical  children  for  nearly 
fifteen  years,  and  under  the  care  of  Professor  C.  Scott  Berry,  of  the 
University  of  Michigan  and  Director  of  Special  Education  in  the 
Detroit  schools,  an  administrative  department  has  been  gradually 
developed  to  deal  with  the  special  problems  involved.  In  the  depart¬ 
ment,  the  operating  agency  for  the  study  and  classification  of  in¬ 
dividual  children  is  the  Psychological  Clinic.  All  the  mental  testing 
work  of  the  city  is  carried  on  under  the  direction  of  this  Clinic. 

With  the  development  of  group  tests  and  the  growing  emphasis 
upon  individual  differences,  a  demand  arose  for  experimental  trial 
of  the  plan  of  sectioning  on  the  basis  of  ability.  After  suitable  pre¬ 
liminary  experimentation,  the  Department  met  this  demand  in 
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September,  1920,  by  giving  the  Detroit  First-Grade  Group  Intelli¬ 
gence  Test  to  all  children  entering  the  lowest  (Blst)  grade,  about 
10,000  in  all5.  On  the  basis  of  the  scores  obtained  these  children 
were  divided  in  ‘X,  Y,  Z’  groups.  The  average  or  normal  children, 
comprising  the  middle  60  percent  of  the  children  in  any  grade,  con¬ 
stitute  the  ‘Y’  group.  The  superior  20  percent  and  the  inferior  20 
percent  of  the  children  constitute  the  ‘X’  and  the  ‘Z’  groups,  re¬ 
spectively. 

In  schools  where  the  numbers  of  children  in  the  different  groups 
warranted  it,  classes  were  organized  wholly  of  X,  Y,  or  Z  children; 
in  smaller  schools  class  organizations  often  contain  two  groups,  as 
X  and  Y,  or  Y  and  Z,  depending  on  the  intelligence  level  of  the 
neighborhood.  In  the  smallest  schools  the  most  that  could  be  done 
>vas  to  section  into  three  groups  within  the  class  organization  for 
recitation  purposes. 

From  the  outset  it  was  realized  that  no  classification  by  tests 
ould  be  absolute.  Teachers  and  principals  were  privileged  to  change 
hildren  from  one  division  to  another  in  accordance  with  their 

actual  success  in  school  work  during  the  first  two  years.  The  posi- 

* 

tion  of  any  child  in  a  group,  after  the  very  first  grouping,  is  thus 
determined  both  by  the  results  of  the  mental  tests  and  by  the 
Teacher’s  judgment.  Actually,  it  has  been  found  necessary  to  change 
he  placement  of  less  than  40  percent  of  the  children. 

The  X — Y — Z  plan  contemplates  a  differentiated  course  of  study; 
the  regular  course  for  the  Y’s,  an  enriched  course  for  the  X’s,  and  a 
-simplified  course  of  minimal  essentials  for  the  Z’s  covering  exactly 
he  same  ground.  Experience  has  shown  that  mere  change  in  amount 
if  ground  covered  is  not  enough,  that  the  rates  of  development  of 
the  pupils  in  the  different  groups  vary.  For  instance,  the  B4th  Z’s 
reach  a  stage  of  development  in  the  fourth  year  of  work  in  reading 
which  is  attained  by  the  A2nd  X’s.  Further,  there  appears  to  be 
need  for  differentiation  of  teaching  methods  as  well  as  for  dif¬ 
ferentiated  courses  of  study. 

The  practice  begun  in  1920  has  been  continued  ever  since.  To-day 
he  X — Y — Z  classification  is  in  effect  through  the  B5th  grade  and 
nvolves  some  80,000  children.  Intelligence  testing  and  sectioning 

5  An  account  of  this  work  was  given  by  W.  K.  Layton  in  the  Twenty- 
■'irst  Yearbook,  Part  II. — Editor. 
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on  the  basis  of  ability  has  spread  to  the  intermediate,  high  schools, 
and  colleges,  until  to-day  the  intelligence  factor  is  given  considera¬ 
tion  in  sectioning  throughout  the  system.  The  degree  to  which  the 
Clinic  is  called  upon  to  assist  teachers  and  principals  in  their  at¬ 
tempts  to  adjust  work  to  the  needs  of  individual  children  is  shown 
significantly  by  the  data  in  the  following  table. 


Intelligence  Tests  Given  by  or  Under  the  Direction  of  the 
Psychological  Clinic  During  the  School  Year,  1923-1924 


School  Department 

Tests  Used 

Number 

Kindergarten 

Group 

387 

Individual* 

64 

Elementary 

Group 

59,908 

Individual 

3,857 

Intermediate 

Group 

17,531 

Individual 

179 

High 

Group 

8,498 

Individual 

4 

College 

Group 

416 

Individual 

0 

Special  and  miscellaneous 

Group 

3,421 

Individual 

942 

Total  Group 

90,161 

Total  Individual 

5,046 

Grand  Total 

95,207 

•Binet,  Pintner-Patterson,  etc. 


The  educative  effect  of  the  tests  and  studies  of  the  Special  Edu¬ 
cation  Department  upon  the  attitude  of  the  teaching  corps  toward 
individual  differences  and  the  adjustment  of  school  work  to  indi¬ 
vidual  needs  is  very  far  reaching.  The  Departments  of  Instruction 
and  Administration  have  not  been  able  to  keep  pace  with  the  de¬ 
mands  made  upon  them,  particularly  in  supplying  satisfactory 
differentiated  courses  of  study  and  practical  standards  of  promotion. 
To-day,  constructive  experimental  adjustments  are  under  way 
throughout  the  system. 

Evaluation  of  the  effect  of  sectioning  on  the  basis  of  ability  has 
been  difficult  because  of  the  number  of  factors  influencing  test  re¬ 
sults.  Careful  experimentation  has  yielded  conflicting  data.  But  in 
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the  informal  and  more  inclusive  judgments  made  by  principals  and 
teachers  on  the  basis  of  experience,  the  trend  of  opinion  is  decisive. 
Sectioning  on  the  basis  of  ability  increases  both  the  efficiency,  and 
the  pleasures  of  teaching,  and  is  a  valuable  addition  to  our  grading 
system  because  it  makes  possible  a  closer  adjustment  of  group  work 
to  children’s  needs. 


2.  Ability-Grouping  in  Los  Angeles 
By  A.  H.  Sutherland 


About  22,000  pupils  in  the  elementary  schools  of  Los  Angeles 
were  given  group  tests  consisting  of  the  National  Intelligence  Test, 
Thorndike-McCall  Reading  Test,  Woody-McCall  Mixed  Fundamen¬ 
tals,  and  a  modified  form  of  the  Ayres  Spelling  Test.  On  the  basis 
of  figures  so  obtained,  following  McCall,  pupils  were  divided  into 
X,  Y,  and  Z  sections.  Unfortunately,  there  were  no  adequate  modi¬ 
fications  of  the  curriculum  available  with  which  to  follow  up  the 
segregations  of  pupils.  The  research  department  was  then  called 
upon  to  apply  the  methods  and  materials  of  the  adjustment  rooms 
in  order  to  determine  whether  the  Z  groups  would  profit  by  their 
use.  The  following  questions  were  asked: 

1.  Would  adjustment  work  materially  improve  the  educational 
status  of  the  Z-group  pupils? 

2.  How  much  time  would  be  required  to  organize  a  group  and 
train  its  teacher  to  carry  on  the  work  alone? 

3.  Would  it  be  possible  for  the  average  school  counselor  to  do 
the  necessary  analytical  testing,  organizing,  and  training? 

4.  What  part  of  the  educational  retardation  is  probably  due  to 
wrong  education? 

After  a  six  weeks’  period  of  two  hours’  instruction  per  day,  the 
educational  retardation  of  the  Z  groups  (two)  was  reduced  32  per¬ 
cent.  Among  those  children  retarded  three  terms  or  more,  the  re¬ 
tardation  was  reduced  55  percent. 

It  required  two  hours  per  day  for  fifteen  consecutive  days  to  give 
the  process  placement  tests,  to  organize  the  groups,  to  train  the 
teachers  and  pupils  in  independent  procedure,  and  to  train  a  teacher 
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so  that  she  would  be  able  to  organize  and  train  another  group  and 
its  teacher. 

The  work  can  be  done  by  any  counselor  who  has  had  the  necessary 
experience  as  an  adjustment  room  teacher  and  who  can  have  the 
time  free  two  hours  a  day  for  fifteen  consecutive  days. 

It  was  impossible  to  answer  the  fourth  question  at  this  time  since 
the  pupils  had  not  reached  a  ‘saturation  point’  in  the  development 
of  their  mastery  of  processes.  Most  of  the  children  had  previously 
had  the  benefit  of  a  school  which  is  probably  above  the  average  of 
our  city  schools.  The  rapidity  of  progress  of  the  Z  pupils  was  such 
as  to  warrant  the  opinion  that  the  retardation  was  due  chiefly  to 
wrong  education  and  its  resulting  psychological  complexes  (largely 
emotional  in  nature) .  At  the  end  of  six  weeks  51  percent  remained 
Z  pupils  of  the  4th  grade;  the  remaining  49  percent  had  become 
X  and  Y  pupils.  ffl 


V.  DIFFERENTIATED  ASSIGNMENTS 
Even  without  ability-grouping  it  is  possible  to  provide  an  en¬ 
riched  curriculum  for  the  brighter  pupils.  This  is  usually  accom- 
plisned  through  a  plan  of  differentiated  assignments.  The  plan  may 
be  used  in  a  variety  of  ways.  A  student  may  be  given  additional 
credits  for  doing  work  beyond  the  minimal  requirements.  Or  he 
may  have  to  do  some  such  additional  work  to  get  high  marks.  Or 
the  additional  assignments  may  be  made  so  interesting  that  he 
wants  to  do  them  of  his  own  volition.  Or  he  may  merely  be  prodded 
a  little  to  use  his  surplus  time  (if  he  has  any)  in  the  doing  of  extra 
work  in  the  topic  he  has  completed. 

Differentiated  assignments  are  exemplified  in  two  university  high 
schools — the  one  at  the  University  of  Chicago  and  that  at  the  Uni¬ 
versity  of  Wisconsin. 


1.  Differentiated  Requirements  in  the  University  of  Chicago 

High  School 
By  W.  C.  Reavis 
University  of  Chicago  High  School 


The  desirability  of  individualizing  instruction  is  no  longer  ques¬ 
tioned  by  anyone.  The  objections  to  it  are  concerned  chiefly  with 
the  applications  of  the  theory  to  classroom  conditions.  The  ques¬ 
tion  most  frequently  asked  is,  How  can  one  instruct  children  en 
masse  and  at  the  same  time  individualize? 

Among  the  many  partial  solutions  offered  to  the  problem  is  that 
of  differentiated  requirements,  or  the  practice  of  varying  the  amount 
of  work  to  be  accomplished  in  accordance  with  the  ability  of  the 
individual  pupils  of  a  group.  While  differentiating  the  requirements 
makes  possible  a  high  degree  of  individualization,  its  successful 
administration  in  the  classroom  presupposes  on  the  part  of  the 
teacher  (1)  knowledge  of  the  educational  status  of  his  pupils  as 
individuals,  (2)  organization  of  the 'materials  of  instruction  so  as 
to  permit  flexible  assignments,  and  (3)  the  adoption  of  a  technique 
of  instruction  which  will  enable  the  teacher  to  use  a  large  share  of 
his  teaching  time  in  directing  work  rather  than  hearing  lessons. 
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An  attempt  has  been  made  in  some  high  schools  to  encourage 
capacity  work  through  the  awarding  of  weighted  credit  for  quality 
or  quantity  of  results.  The  experiment  as  a  whole  has  proved  disap¬ 
pointing  as  a  constructive  solution  to  the  problem  of  differentiating 
requirements.  It  places  too  much  responsibility  on  the  individual 
pupil  for  results;  it  discourages  the  conscientious  slow  pupil;  and 
as  a  penalty  or  a  reward  it  has  proved  to  be  an  insufficient  stimulus 
to  the  pupil  of  superior  powers. 

The  University  High  School  has  encouraged  each  department  to 
develop  an  effective  technique  for  differentiating  requirements  in 
accordance  with  its  own  objectives,  particular  psychology,  and  types 
of  teaching  technique.  As  a  reward  for  capacity  work  of  a  meritori¬ 
ous  sort  or  as  a  disapproval  for  failure  to  work  up  to  known  capac¬ 
ity,  descriptive  reports  are  sent  to  the  administrative  office  for 
record  and  then  to  the  parents  setting  forth  the  character  of  the 
individual’s  achievement  at  the  time  the  task  is  completed. 

In  language-arts  study,  in  which  power  in  reading  is  the  ob¬ 
jective  sought,  individuals  acquire  control  of  the  reading  adaptation 
at  very  different  rates,  even  in  groups  that  are  relatively  homo¬ 
geneous  in  general  intelligence.  The  leading  factors  which  operate 
in  determining  the  rate  of  accomplishment  are  special  ability  or 
disability,  earnestness  of  purpose,  reaction  time,  and  temperament. 
Definite  amounts  of  work  are  laid  out  for  the  class  as  a  whole  to 
cover  thoroughly  within  a  definite  time.  Pupils  who  acquire  control 
over  the  material  required  sooner  than  others  are  advised  to  do 
additional  reading  from  material  suggested  by  the  instructor.  No 
additional  credit  is  allowed  for  additional  work,  but  commendation 
is  given  on  the  basis  of  the  interest  displayed  and  the  intellectual 
independence  developed.  Pupils  who  progress  more  slowly  than  the 
majority  of  the  class  are  advised  to  report  to  the  after-school  reme¬ 
dial  class  for  assistance  if  further  help  is  needed  in  the  mastery 
of  the  minimal  requirement. 

The  materials  of  instruction  in  content  subjects  such  as  science 
and  the  social  studies  are  organized  for  teaching  purposes  into  large 
units,  or  blocks,  which  require  on  the  average  three  or  four  weeks 
of  study.  After  the  pupils  are  acquainted  with  the  purpose  and  the 
scope  of  a  unit,  guide  sheets  are  provided  which  give  the  minimal 
essentials  in  outline  form  and  the  text  and  reference  material  to  be 
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studied.  Supplementary  projects  for  investigation  and  study  are 
also  listed. 

The  classroom  then  becomes  a  workshop  in  which  the  instructor 
is  the  director.  Individual  differences  soon  assert  themselves,  for 
pupils  assimilate  content  material  at  very  different  rates.  Students 
who  acquire  an  understanding  of  the  essentials  rapidly  and  master 
their  materials  without  re-teaching  and  repeating  work  may  com¬ 
plete  a  unit  several  days  in  advance  of  the  majority  of  the  class. 
Such  students  undertake  supplementary  projects  from  the  list  pro¬ 
vided  or  of  their  own  selection.  The  project  is  usually  determined 
by  the  intellectual  interests  which  the  pupil  has  developed  in  his 
study  of  the  unit.  Worthy  projects  receive  commendation,  and  if 
in  proper  written  form,  may  be  accessioned  and  placed  in  the  school 
library.  Unsatisfactory  work,  on  the  other  hand,  must  be  re-worked 
until  it  is  in  acceptable  form.  Students  who  work  slowly,  and  as 
a  result  require  more  time  than  the  average  to  complete  essentials, 
can  report  to  their  instructors  for  direction  and  assistance  during 
the  after-school  periods. 

In  the  department  of  mathematics  the  exercises  to  be  done  in 
class  are  grouped  in  pedagogical  units  as  assimilative  material 
which  embodies  the  principles  or  processes  to  be  learned.  After 
teaching  a  process  thoroughly,  the  pupils  are  set  to  work  independ¬ 
ently  by  the  teacher,  and  are  permitted  to  advance  as  individuals  to 
the  next  point  which  requires  teaching.  The  superior  pupil  who  is 
inclined  to  race  over  material  without  acquiring  real  understanding 
is  required  to  cover  more  assimilative  material  than  is  the  slow 
deliberate  worker  who  puts  more  time  on  details,  asks  more  ques¬ 
tions,  and  as  a  result  obtains  a  more  thorough  understanding  of 
the  process  involved. 

The  individuals  as  a  group  are  taught  together  only  when  new 
principles  or  processes  are  developed  and  when  common  difficulties 
are  encountered.  Between  such  points  individuals  advance  at  their 
own  rate,  and  the  instructor  assigns  to  each  the  amount  of  assim¬ 
ilative  material  which  in  his  judgment  is  needed  to  insure  the  under¬ 
standing  desired.  The  instructor  accepts  responsibility  for  the  proper 
and  profitable  use  of  the  individual  pupil’s  classroom  hour.  No  home 
assignments  are  given,  but  pupils  may  be  asked  to  come  after  school 
for  remedial  instruction  or  to  re-work  material  which  was  done  in 
poor  form  during  the  regular  class  period. 
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In  the  manual  arts  department  instruction  is  highly  individual¬ 
ized.  The  work  of  the  first  course  in  mechanical  drawing,  for  ex¬ 
ample,  is  organized  in  14  units.  All  students  are  required  to  take 
the  first  ten  units.  All  are  required  to  elect  two  of  the  last  four 
units.  Students  of  superior  ability  are  required  to  take  the  14 
units,  after  which  they  may  undertake  units  in  the  advanced  course 
and  receive  credit  for  the  amount  of  work  satisfactorily  completed. 
No  attempt  is  made  to  hold  individuals  together  for  class  instruc¬ 
tion.  Individuals  advance  from  unit  to  unit,  but  no  one  is  allowed 
to  begin  a  new  unit  until  the  one  on  which  he  is  engaged  is  satis¬ 
factorily  completed. 

The  foregoing  report  of  differentiated  requirements  in  four  de¬ 
partments  of  the  University  High  School  describes  in  brief  an  at¬ 
tempt  to  put  the  individual  in  competition  with  himself  rather  than 
with  other  individuals.  When  properly  administered,  the  plan  en¬ 
courages  application  and  tends  to  develop  in  the  individual  a  sense 
of  responsibility  for  carrying  on  at  full  capacity  whatever  he  under¬ 
takes. 


2.  Differentiated  Assignments  in  the  Wisconsin  High  School 
By  H.  L.  Miller  and  S.  A.  Leonard 
University  of  Wisconsin  and  Wisconsin  High  School 


The  fundamental  idea  of  the  experiment  in  fitting  courses  of 
study  to  individual  differences  and  capacity  at  the  Wisconsin  High 
School  was  first  presented  in  an  article  by  Professor  Miller  and  Miss 
Johnson  in  1922.6  The  distinctive  development  has  been  the  building 
of  assignments  on  various  levels  of  integrating  difficulty.  This  work 
developed  through  a  vital  modification  of  ‘re-citation’  and  emphasis 
on  the  idea  of  mastery  of  something.  First  of  all  in  such  a  scheme 
are  the  ‘common  essentials’  in  the  work  of  each  subject — as  sen¬ 
tence  recognition  and  the  spelling  of  a  core-vocabulary  in  English. 
There  must  be  provision  for  variety  and  adequacy  of  practice  to 
provide  for  over-learning  of  these — that  is,  formation  of  habits 


6  Miller,  H.  L.  and  Johnson,  Dorothy.  “Directing  study  for  mastery.” 
The  School  Review,  30,  No.  10,  December,  1922,  pp.  777-786. 
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which  are  reasonably  sure  to  be  retained  because  the  pupil  has  gone 
beyond  the  point  of  first  success  and  has  a  margin  of  mastery. 

Mastery,  indeed,  is  the  key-note  of  this  procedure,  yet  a  new 
polarity  is  sought  in  initiative,  co-operativeness,  and  creative  mas¬ 
tery;  attitude  and  the  companionship  of  the  intellectual  life  are  not 
disregarded.  Much  of  the  time  saved  from  formal  recitation,  for 
instance,  is  used  in  oral  reading  of  literature  by  teachers  or  pupils, 
in  free  and  informal  dramatization,  in  discussion  of  common  ex¬ 
periences  in  science  or  history  class,  and  in  other  community  proj¬ 
ects.  Moreover,  the  class  meets  as  a  unit;  hence,  when  a  difficulty 
met  by  any  one  will  probably  illuminate  the  problems  of  others,  the 
teacher  calls  a  group  or  all  the  class  together,  and  the  problem  is 
worked  out.  Pupils  who  have  mastered  a  unit  of  work  are  constantly 
encouraged  to  turn  back  and  help  slower  workers.  They  learn  to  do 
this  not  by  telling  answers,  but  by  asking  questions  which  lead  to 
solutions,  for  all  know  that  a  mastery  which  can  meet  fair  and 
searching  tests  is  the  only  goal. 

A  suggestion  on  mastery  is  included  in  the  illustrations  a  little 
further  on. 

The  natural  first  mistake  in  the  building  of  any  program  of  so- 
called  essentials  is  to  pile  on  far  too  much.  This  must  be  guarded 
in  a  properly  built  system  in  two  ways:  First,  by  requiring  full 
mastery  item  by  item,  of  ‘principles,’  it  is  possible  to  fit  the  scheme 
to  the  capacity  of  “the  slowest  normal  diligent  pupil,”  in  Dr.  Burk’s 
phrase.  Second,  it  is  wise  to  set  no  arbitrary  time-limit,  but  to  re¬ 
vise  the  minimal  requirements  on  the  basis  of  repeated  experiment. 
Thus,  at  the  end  of  a  grading  period  of  the  English  job  sheet  print¬ 
ed  below,  it  was  found  that  three-fourths  of  the  sophomore  English 
class  had  done  six  of  the  nine  compositions  assigned  and  that  all 
had  done  the  tested  reading  and  the  self-checking  form  drills.  For 
the  purpose  of  stimulating  more  diligence,  and  not  as  any  positive 
final  mark,  the  slowest  fourth  of  the  pupils  were  given  a  grade  of 
N.  M.  (no  mastery  yet).  The  job  sheet  was  thus  found  to  be  nearly 
fifty  percent  too  long  for  the  period  it  had  originally  been  designed 
for.  Most  teachers  as  a  first  experiment  will  tend  to  make  the  min 
imal  contracts  three  or  four  times  too  long  for  real  mastery. 

But  covering  the  basic,  or  core,  assignment  means  only  a  passing 
grade,  or  a  ‘fair.’  In  order  to  secure  marks  of  ‘good’  or  ‘excellent,’ 
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the  student  must  go  beyond  this  unit  and  do,  also  with  a  grade  of 
mastery,  additional  work  of  related  and  significant  value.  The  temp¬ 
tation  here  is  undoubtedly  for  the  teacher  to  add  arbitrarily  assign¬ 
ments  of  dubious  value.  It  is  necessary  to  remember  always  that, 
while  there  are  without  doubt  valuable  extra  jobs  to  be  done  in 
every  subject,  pupils  should  by  all  means  be  allowed  to  specialize 
in  the  lines  of  their  interest  and  talent,  and  that  mere  additions  of 
extra  work  to  the  common  essentials  are  no  gain  unless  these  are 
clearly  significant  and  related  and  are,  above  all,  further  elabora¬ 
tions  of  the  common  principles  set  forth  as  a  unifying  basis  of 
work. 

The  higher  grades  earned  by  doing  these  “continuing  assign¬ 
ments,”  or  “optional  contracts,”  are  not  merely  measures  of  greater 
quantity  of  work  done;  rather,  when  the  scheme  is  rightly  organ¬ 
ized,  these  additional  jobs  are  different  in  kind;  they  should  require 
keener  analysis,  longer  attention,  and  a  wider  organizing  view  over 
the  field  of  the  subject. 

Below  are  reproduced,  just  as  they  have  been  used  in  classes  at 
the  Wisconsin  High  School,  two  ‘job  sheets,’  one  in  geometry  and 
one  in  English.  These  are  given  as  very  tentative  materials.  It  is 
to  be  noted,  moreover,  that  they  are  not  administrable  without  a 
considerable  amount  of  work  in  devising  individual  tests,  and  only 
part  of  these  are  yet  available.  But  mastery  can  be  secured  on  this 
route,  and  nothing  less  should  be  considered  worth  attempting. 
Other  experiments  of  this  kind  are  reported  in  Tri-State  English 
Notes  for  May  and  November,  1924.  (Volume  II,  No.  5  and  No.  7.)T 

First  6  weeks.  MATHEMATICS  3.  (core,  Plane  Geometry) 

F  Contract  (a)  Mastery  of  Propositions  I  to  XII.  It  must  be  an  excel¬ 
lent  Fair.  No  one  is  marked  80%  or  85%  or  70%  and  the 
like.  You  either  do  or  you  do  not  show  capacity  in  the 
mastery  of  this  challenge.  You  either  do  or  you  do  not 
demonstrate  these  propositions. 

(b)  You  will  be  able  to  demonstrate  12  exercises  selected 
out  of  the  first  85  up  to  the  bottom  of  p.  49.  You  may  select 
those  you  desire  to  prove.  I  will  approve  your  selection. 


7  So  long  as  any  are  available,  copies  may  be  obtained  from  Professor 
H.  Y.  Moffett,  Department  of  English,  University  of  Missouri,  Colum¬ 
bia,  Missouri. 
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G  Contract  (a)  All  of  “F”  contract  above. 

(b)  You  will  be  able  to  demonstrate  all  of  the  exercises  to 
the  bottom  of  p.  49  and  to  answer  questions  on  any  of  them 
not  requiring  demonstration. 

Your  mastery  in  this  contract  must  be  an  excellent  good. 

E  Contract  (a)  All  of  the  “F”  and  “G”  contracts  above. 

(b)  You  will  be  able  to  give  a  correct  demonstration  of  the 
first  16  exercises,  pp.  273-274. 

Note  to  pupils. 

You  may  win  an  E-f-  by  doing  very  well  your  work  in  the  E 
contract,  taking  pains  to  do  it  neatly,  and  also  assisting  all  you 
can  in  making  the  class  work  productive.  You  can  take  some 
pupil  who  is  not  getting  on  well  and  guide  him  to  better  work. 
If  you  see  any  one  in  the  class  failing  to  do  his  best,  you  can  help 
by  your  interest  and  enthusiasm.  All  this  applies  to  every  one  in 
fhe  class.  A  G+  is  an  excellent  G,  you  know. 

Remember:  You  will  be  wise  to  take  out  a  little  insurance.  I 
shall  not  forget  the  premium.  By  doing,  for  example,  more  than 
12  exercises  in  Contract  F ,  you  will  be  prepared  for  accidents  in  a 
test  or  examination.  You  may  go  back  to  the  supplementary  exer¬ 
cises  in  Contract  G  and  work  on  them,  and  by  so  doing  fortify 
yourself.  Then  you  know  there  are  exercises  not  in  your  textbook. 
You  may  bring  in  new  exercises  as  you  will.  It  may  be  that  you 
will  have  a  magna  cum  laude,  or  something  very  fine  indeed. 


Job  Sheet  I— ENGLISH  III,  1925-1926 
(Sophomore) 

Those  problems  marked  *  you  may  work  on  at  any  time. 

Essentials :  A  grade  of  excellent  in  all  these  problems  is  required 
for  a  passing  mark. 

Themes:  for  suggestions  of  subjects  see  one  of  the  teachers. 
Acceptable  themes — themes  which  are  to  make  a  grade  of  excellent 
— must  have  the  following  forms  absolutely  right: 

All  sentences  correctly  marked  off 
All  possessives  correctly  formed 
All  words  on  essentials  spelling  list  correct 
Themes  must,  of  course,  be  clearly  legible  and  in  decent  form. 

(See  posted  manuscript  for  requirements.) 

*1.  Two  business  letters. 

One  making  an  inquiry  or  asking  for  a  catalog,  etc. 

One  ordering  two  or  more  articles,  stating  amounts,  form 
of  enclosing  money,  and  payment  of  shipping  expenses 
(For  correct  forms  see  textbooks  on  the  desk.) 
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*2.  Two  friendly  letters 

One  a  note  of  thanks,  invitation,  or  apology 

One  a  letter  of  a  page  or  more 

*3.  One  oral  and  one  written  explanation  of  a  machine  or 
process 

*4.  One  written  narrative  (story)  with  some  conversation 
(See  suggestions  on  the  bulletin  board.) 

*5.  Three  reports  on  outside  reading 

*6.  All  reading  in  Part  I  and  Part  II  of  Literature  and 
Life  II  except  Silas  Marner 

7.  100%  in  the  following  tests: 

Sentence  Recognition 
Grammatical  Correctness 
Plurals 
Possessives 

Essentials  (proof-reading) 

8.  The  class  median,  or  better  in 

Briggs  Dictionary  Test 
Thorndike-McCall  Reading  Test 

9.  Excellent  in  a  grammar  test  on  complex  sentences. 

TL  For  a  grade  of  good  or  excellent,  outside  work  in  each  of  the  fol¬ 
lowing  three  groups  is  required: 

1.  Outside  reading  reports  beyond  the  minimum  in  paragraphs 
5  and  6. 

Poe’s  Tales 
Hawthorne’s  Stories 
Quentin  Durward  or  another  by  Scott 
Kipling’s  stories 

Any  of  the  Library  Readings  suggested  in  Part  I  of  Litera¬ 
ture  and  Life  or  other  readings  approved  by  your  teachers. 

2.  Any  writing  on  subjects  approved  by  your  teachers  and 
organized  for  this  class — letters  you  have  to  write,  papers  in 
other  subjects,  translations,  etc.  N.B.  Your  problem  must  be  ap¬ 
proved  and  organized  in  English  class. 

3.  Reading  aloud  to  the  class  or  reciting  verse  or  prose  selec¬ 
tions  approved  by  your  English  teachers. 

It  is  possible  that  we  may  eventually,  by  this  procedure,  work  out 
six-year  courses  for  the  high-school  subjects  which  will  be  offered 
for  mastery  by  the  better  pupils  in  a  minimum  of  time.  Thus,  a 
good  worker  might  succeed  in  getting  done  the  common  essentials 
of  English  or  “General  Language”  and  foreign  languages  in  five  or 
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even  in  four  years,  and  then  be  free  for  elective  work  in  English  or 
languages  or,  if  he  preferred,  in  fine  arts  or  music  or  languages. 
It  is  perfectly  certain  that  he  could  in  this  time  fully  meet  the  most 
exacting  college  entrance  requirements,  for  example,  by  well  devised 
individual  work.  With  such  a  scheme  in  view  the  continuing  or 
optional  contracts  would  perhaps  be  considerably  reduced,  and 
major  attention  given  to  striding  progressively  through  an  adequate 
mastery  of  principles.  At  present,  our  interest  is  rather  in  broad¬ 
ening  and  illuminating  the  road  as  the  youngster  advances  than  in 
stimulating  speed.  The  scheme  of  individual  work  lends  itself  ad¬ 
mirably  to  either  idea.  At  any  rate,  we  can  by  this  method  secure 
mastery  of  something  as  we  go,  and  we  can  keep  every  pupil  who 
can  be  reached  by  any  school  interest  working  at  his  capacity,  not 
idling  at  the  curb  while  the  rest  of  the  ox  train  catches  up  with 
his  car. 


B.  DEFINITE  BREAKING  UP  OF  CLASS  ORGANIZATION  FOR 
INDIVIDUAL  WORK  IN  THE  COMMON  ESSENTIALS 

All  of  the  plans  described  so  far  attempt  to  adjust  schools  to  indi¬ 
vidual  differences  without  giving  up  the  traditional  class  organiza¬ 
tion.  The  members  of  the  class  manage  to  keep  pace;  all  go  through 
each  grade  at  the  same  general  rate.  The  teacher  may  give  explana¬ 
tions  to  the  entire  group;  the  entire  group  can  discuss  the  work 
they  are  doing;  there  can  be  the  usual  study  and  recitation  periods, 
the  annual  promotions,  the  varying  marks  on  report  cards,  and  all 
the  other  accompaniments  of  the  traditional  system,  yet  some  adap¬ 
tation  to  individual  differences  is  made  and  any  of  these  plans  is  an 
improvement  on  the  unmitigated  class  system. 

There  are  those,  however,  who  feel  that  the  class  system  itself 
is  a  relic  of  days  when  accurate  measurement  was  unknown  and 
the  great  differences  among  individuals  were  not  yet  recognized. 
These  people  feel  that  to  retain  the  class  lock-step,  no  matter  how 
much  mitigated,  is  to  impede  progress  and  to  fail  of  complete 
adaptation  of  schools  to  individual  needs  and  abilities. 

A  number  of  plans  have  therefore  been  devised  for  making  this 
complete  adaptation.  These  plans  provide  for  individual  progress  in 
the  mastery  of  the  common  essentials,  and  at  the  same  time  allow 
for  discussion  and  group  enterprises  for  the  socializing  of  the 
child’s  life.  Each  of  these  plans,  like  those  in  the  first  part  of  this 
Section,  has  been  successfully  carried  out  in  actual  practice. 


I.  BURK’S  INDIVIDUAL  SYSTEM 

The  first  voice  in  America  raised  loudly  in  protest  against  class 
lock-step  methods  of  teaching  and  in  earnest  advocacy  of  complete¬ 
ly  individual  progress  was  that  of  Preston  Search,  as  Superin¬ 
tendent  of  Schools,  in  Pueblo,  Colorado.  Apparently  without  any 
special  technique,  he  simply  determined  that  each  child  should  pro¬ 
gress  at  his  own  rate — and  this  was  done  in  Pueblo  during  the 
years  of  Search’s  incumbency,  1888  to  1894.  When  Search  went  to 
Los  Angeles  for  a  brief  and  ill-fated  superintendency,  he  tried  to 
carry  out  his  ideas  there;  but  he  was  ahead  of  his  time.  From  then 
on,  his  was  “the  voice  of  one  crying  in  the  wilderness.”  But  few  per¬ 
sons  did  more  than  bask  in  his  inspiration,  then  continue  in  their 
old  ways. 

It  was  Frederic  Burk,  with  the  help  of  Mary  Ward,  beginning  in 
1912  and  1913,  who  really  started  the  present  movement  to  indi¬ 
vidualize  school  work.  In  the  elementary  school  of  the  San  Fran¬ 
cisco  State  Normal  School  (as  it  then  was)  he  developed  the  first 
definite  technique  of  individual  instruction  and  promotion.  His  “self- 
instruction  bulletins”  spread  all  over  the  United  States  and  to  many 
foreign  countries  until  a  ruling  of  the  California  attorney  general 
stopped  their  publication.  Burk’s  school  was  visited  by  educators 
from  all  parts  of  the  world;  his  “Monograph  C,”  published  in  1915, 
showing  the  statistical  results  of  two  years  of  individual  work,  was 
widely  read  and  reviewed;  teachers  trained  under  Burk  carried  his 
methods  into  rural  and  village  schools,  and  modified  the  classroom 
procedure  in  their  city  school  classes. 

Dr.  Burk’s  death  while  this  Yearbook  was  in  preparation,  pre¬ 
vented  his  describing  his  own  work.  His  co-worker  from  the  begin¬ 
ning,  however,  Mary  Ward,  and  other  members  of  his  faculty,  have 
prepared  the  following  description  of  this  pioneer  work  in  complete¬ 
ly  breaking  the  class  lock-step. 
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1.  Individual  System  as  Developed  in  the  San  Francisco  State 

Teachers  College 

By  Mary  A.  Ward,  Grace  E.  Carter,  Hilda  M.  Holmes  and 

Cecilia  Anderson 
San  Francisco  State  Teachers  College 

In  1913,  with  the  co-operation  and  leadership  of  the  late  Dr. 
Frederic  L.  Burk,  the  faculty  of  the  training  school  department  of 
the  San  Francisco  State  Teachers  College  organized  all  classes  from 
the  kindergarten  through  the  eighth  grade  so  that  every  pupil  had 
the  opportunity  of  progressing  in  each  school  subject  as  rapidly  as 
his  individual  ability  permitted. 

Each  of  the  700  children  enrolled  was  given  a  copy  of  the  course 
of  study  for  each  subject  on  his  program  of  studies.  Provision  was 
made  for  testing  and  promoting  pupils  as  soon  as  the  work  outlined 
for  any  grade  in  any  subject  was  completed.  Class  recitations  were 
abandoned.  No  daily  assignment  was  given  in  any  subject.  This,  in 
brief,  is  the  essence  of  the  system  of  instruction  which  has  become 
known  as  the  “Individual  System.”  The  title  might  well  be  changed 
to  the  “Burk  Plan  of  Individual  Instruction,”  for  Dr.  Burk  was  the 
originator  of  many  of  the  ideas  which  have  been  worked  out  in  a 
practical  way  by  other  educators  throughout  the  country. 

For  many  years  previous  to  1913  Dr.  Burk  had  been  interested 
in  the  study  of  individual  differences  in  children  and  was  a  foe  to 
anything  that  savored  of  the  lock-step  in  education.  His  plan  of  in¬ 
dividual  instruction  originated  not  as  an  application  of  his  educa¬ 
tional  theory,  but  as  a  means  of  meeting  the  pressing  needs  and  diffi¬ 
culties  ever  present  in  a  training  school  operated  by  student 
teachers. 

The  interest  and  enthusiasm  manifested  by  the  pupils  working 
under  this  system  exceeded  the  expectations  of  the  faculty.  Prob¬ 
lems  of  discipline  and  inertia  in  regard  to  progress  in  school  work 
rapidly  disappeared. 

The  need  was  soon  felt  for  printed  material  which  would  permit 
a  pupil  to  make  progress  in  his  work  with  little  or  no  assistance 
from  his  teacher.  The  faculty  went  to  work  with  a  will  to  write 
textbooks  which  would  be  fundamentally  self-instructive.  After 
much  experimenting  and  revision,  a  series  of  self-instructive  bul¬ 
letins  was  published  in  arithmetic,  geography,  grammar,  history, 
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language,  and  phonics.  Over  100,000  copies  of  these  books  were 
sold  without  advertising  and  with  no  profit  to  the  authors. 

As  soon  as  these  self-instructive  bulletins  were  in  the  hands  of 
the  pupils,  it  became  possible  to  keep  accurate  records  of  the  time 
each  pupil  took  to  complete  the  work  of  a  grade  in  any  subject. 
Much  care  was  taken  to  make  these  records  as  accurate  as  possible. 
The  results  of  this  study  were  published  by  Dr.  Burk  in  1915,  in  a 
pamphlet  known  as  “Monograph  C.” 

By  1916,  the  “Individual  System”  was  emerging  from  the  experi¬ 
mental  stage,  and  many  ideas  were  being  tested  out  which  would 
tend  to  make  the  system  more  applicable  to  the  ordinary  classroom 
conditions,  but,  as  has  been  said,  the  California  state  attorney  gen¬ 
eral  ruled  that  it  was  not  the  function  of  a  normal  school  to  publish 
or  sell  bulletins  similar  to  our  self-instructive  bulletins.  This  ruling 
effectively  curtailed  many  plans  of  Dr.  Burk  and  his  faculty  and 
made  it  impossible  for  the  institution  to  do  more  than  keep  alive 
the  fundamental  principles  upon  which  the  system  was  founded. 
Faculty  efforts  could  thenceforth  be  devoted  only  toward  the  devel¬ 
opment  of  a  technique  fitted  to  the  needs  of  a  training  department 
of  a  normal  school. 

It  was  Dr.  Burk’s  opinion  that  the  principles  of  individual  in¬ 
struction  could  be  made  applicable  to  the  public  school  only  when 
the  administrative  problems  were  worked  out  in  a  public  school  sys¬ 
tem.  Two  of  Dr.  Burk’s  former  faculty  members,  Mr.  Carleton 
Washburne  and  Mr.  Willard  Beatty,  are  doing  this  in  the  schools 
of  Winnetka,  Illinois. 

At  the  present  time,  all  the  grades  of  the  San  Francisco  State 
Teachers  College  from  the  kindergarten  through  the  eighth  grade 
are  operating  under  the  individual  system  of  instruction.  While 
individual  progress  is  provided  for  in  the  fundamental  subjects, 
abundant  opportunity  is  afforded  for  group  work. 

In  the  following  pages  a  description  is  given  of  the  organization 
of  each  subject  to  fit  the  needs  of  individual  instruction. 

Each  teacher  keeps  a  record,  or  an  individual  progress  card,  of 
the  promotions  of  every  child  in  each  subject.  The  following  charts 
give  a  vivid  picture  of  the  variation  in  progress  of  a  typical  primary- 
grade,  and  a  typical  grammar-grade  room.  A  careful  study  of  the 
age,  date  of  entrance,  and  grading  of  each  pupil  will  shed  much 
light  upon  the  advantages  of  the  system  of  instruction. 


PROGRESS  CHART  ROOM  11  (Primary) 
FREDERIC  BURK  SCHOOL 
SAN  FRANCISCO  STATE  TEACHERS’  COLLEGE 
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General  Comments  on  Chart  for  Room  11 

1.  Pupils  are  arranged  on  chart  according  to  age. 

2.  The  average  age  for  the  group  is  8  years,  4  months.  The  pupils  are 
well  into  third-grade  work,  which  is  a  little  better  than  a  normal  rate 
of  progress. 

3.  Leone,  who  is  the  youngest  in  the  group,  is  doing  as  well  as  Flor¬ 
ence,  who  is  the  oldest.  Virginia  and  Jean  A.  are  the  most  advanced  in 
the  group,  but  they  are  not  the  oldest. 

4.  The  younger  pupils  are  less  efficient  in  writing  than  the  older  ones, 
owing  to  the  fact  that  they  have  not  been  in  school  as  long  and  also  that 
their  muscular  co-ordination  is  not  so  well  developed. 

5.  Pupils  are  grouped  on  a  social  and  age  basis,  rather  than  according 
to  grade  or  intelligence  quotient. 

6.  It  will  be  noticed  that  Florence  and  Dolores  are  now  both  on  high- 
third-grade  arithmetic.  This  does  not  mean  that  they  are  necessarily 
doing  exactly  the  same  work  at  the  same  time.  Dolores  began  the  high 
third  on  August  4,  1924,  while  Florence  began  on  October  27,  1924. 

7.  The  chart  does  not  show  the  group  work  done  in  music,  drawing, 
dramatics,  story  telling,  health  work,  and  nature  study.  An  average  of  an 
hour  per  day  is  devoted  to  these  group  activities,  while  the  remainder 
of  the  school  day,  2l/2  hours,  is  devoted  to  the  study  of  the  fundamentals 
listed  on  the  chart.  The  length  of  each  study  period  is  suited  to  the  ago 
of  the  group.  Free  choice  of  subject  to  be  studied  is  allowed  each  pupil. 
A  recess  period  of  20  minutes  is  daily  devoted  to  physical  education. 

Notes  on  Individuals  in  Room  11 

The  following  notes  show  that  in  meeting  the  individual  needs  of  the 
pupils,  advice  and  co-operation  have  been  sought  from  the  school  psy¬ 
chologist,  from  the  health  department,  and  from  the  home.  In  fact,  any¬ 
thing  that  may  affect  a  pupil’s  attitude  toward  his  work  is  taken  into 
onsideration  in  adapting  the  program  to  his  needs. 

When  Florence  entered  this  school  August  5,  1924,  she  was  retarded 
one  year.  She  has  already  begun  to  make  up  her  work.  It  took  her  53 
lays  to  complete  high-second-grade  spelling;  31  days  to  complete  low 
third  language,  and  58  days  to  complete  low-third  arithmetic.  In  othe  ■ 
words,  she  did  this  work  in  about  half  the  time  it  would  have  taken  her 
had  she  been  working  on  a  group  basis. 

Dolores’  parents  transferred  her  to  this  school  because  she  disliked 
her  previous  school  so  much  that  she  would  cry  and  beg  to  stay  at  home 
every  morning.  She  now  seems  perfectly  contented  and  is  making  fairly 
good  progress. 

Henry  P.’s  retardation  is  due  to  ill  health.  He  has  lost  as  much  as 
three  months  at  a  time.  However,  he  has  never  had  to  repeat  a  grade. 
His  progress  has  merely  been  slower  than  that  of  most  pupils. 

Robert  C.  and  Henry  L.  entered  school  the  same  day.  Their  attendance 
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has  been  regular,  and  they  are  practically  the  same  age.  Robert  excels 
Henry,  owing  partly  to  a  higher  mentality  and  partly  to  lack  of  ambi¬ 
tion  on  Henry’s  part.  Had  they  been  attending  a  school  organized  on  the 
group  basis,  they  would  probably  be  just  beginning  the  third-grade  work 
and  both  boys  would  be  expected  to  do  exactly  the  same  amount  of 
work  at  exactly  the  same  time  and  at  exactly  the  same  rate.  A  study  of 
the  chart  shows  a  marked  differentiation  in  their  achievement. 

Libert,  Martha,  Doris,  and  Leone  entered  four  months  later  than 
Robert  C.  and  Henry  L.  Their  work  is  on  about  the  same  level,  except 
that  Doris  does  not  read  as  well  as  the  others. 

Niven  entered  from  private  school.  He  is  very  slow  in  reading,  but 
excellent  in  arithmetic.  Individual  instruction  is  providing  for  his  case. 
He  has  already  made  a  promotion  in  reading,  having  completed  high- 
first-grade  reading  in  46  days. 

Margaret  is  finding  reading  a  little  difficult  because  of  her  lack  of 
familiarity  with  the  English  language.  She  is  learning  to  read  German 
at  home.  It  has  taken  her  231  days  to  complete  three  half-grades  in 
reading,  whereas  she  completed  four  half-grades  of  arithmetic  in  127 
days. 

Sulamith  came  to  this  school  as  a  low-second-grade  pupil.  Inventory 
tests  showed  that  she  was  capable  of  doing  more  advanced  work.  She 
has  already  made  two  important  promotions.  It  took  her  57  days  to  com¬ 
plete  low-third-grade  arithmetic  and  in  25  days  her  reading  had  im¬ 
proved  enough  to  warrant  a  promotion  to  high-third-grade  reading.  On 
a  group  basis  she  would  probably  be  doing  only  high-second-grade  work 
and  would  therefore  have  time  to  spare  to  become  a  discipline  problem. 

Though  Dale  is  almost  8  years  old,  she  has  never  been  at  school  before 
this  term,  nor  has  she  had  any  instruction  in  school  subjects  at  home. 
She  could  not  even  read  when  she  came.  Individual  instruction  is  taking 
care  of  her  case  in  a  way  group  instruction  could  never  do.  Margaret 
completed  low-first-grade  reading  in  23  days,  high-first  reading  in  25 
days,  and  the  entire  second-grade  arithmetic  in  26  days. 

Leone  has  a  decided  speech  defect.  However,  her  progress  in  the  formal 
work  is  not  impeded,  since  it  does  not  depend  upon  recitations  before 
the  group.  She  takes  part  in  group  activities  freely  so  long  as  no  one 
calls  attention  to  her  speech.  Special  help  is  given  to  overcome  her  defect. 
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General  Comments  on  Chart  for  Room  22 

1.  The  average  age  for  this  group  is  about  12  years. 

2.  Frederic  is  the  youngest  in  the  group  and  the  most  advanced. 

3.  The  chart  shows  that  most  of  the  group  were  doing  high-sixth-  and 
low-seventh-grade  work  on  September  19,  1924.  The  promotions  listed 
in  the  last  column  show  that  they  are  rapidly  becoming  a  low-seventh- 
grade  and  high-seventh-grade  group. 

4.  The  grouping  for  each  room  is  made  on  a  social  and  age  basis, 
rather  than  on  an  intellectual  or  achievement  basis. 

5.  Writing  in  the  grammar  grades  is  graded  under  two  heads,  namely, 
quality  and  speed.  Note  the  case  of  Ruth,  whose  quality  in  writing  is 
high  fifth,  but  whose  speed  is  high  eighth. 

6.  This  group  spends  30  minutes  a  day  on  music,  20  minutes  on  physi¬ 
cal  education,  45  minutes  on  special  subjects,  and  40  minutes  a  week  on 
health  work. 

7.  The  formal  work  in  civics  is  part  of  the  eighth-grade  history  course. 

8.  The  special  subjects  for  a  group  of  rooms  come  at  the  same  period 
each  day.  Each  pupil  has  absolutely  free  choice  as  to  the  selection  of  this 
work.  Neither  his  teachers,  his  supervisor,  nor  his  parents  are  allowed 
to  interfere  with  his  choice.  If  he  does  not  care  to  choose  special  work  for 
every  day  in  the  week,  he  may  spend  that  time  studying  either  in  his 
classroom  or  in  the  library. 

Notes  on  Individuals  in  Room  22 

The  following  notes  show  that  in  adjusting  the  school  program  to 
meet  the  ends  of  each  individual  we  have  the  co-operation  of  the  school 
psychologist,  the  school  nurse,  and  the  home. 

Ruth’s  work  is  the  most  scattered  of  the  group.  She  has  already  com¬ 
pleted  the  requirements  for  eighth-grade  reading.  Her  sister  Dorothy  has 
about  the  same  mentality.  They  were  transferred  to  this  school  from 
another  city  just  after  Ruth  had  had  the  shock  of  having  failed  to  make 
her  grade.  She  has  scarcely  yet  recovered  her  self-confidence  and  attacks 
new  material  in  arithmetic  with  a  fear  that  she  will  never  be  able  to  do 
it. 

Victor  is  one  of  a  pair  of  unlike  twins.  His  brother  is  superior  to  him 
and  is  now  in  his  second  year  of  the  high  school.  Without  this  handicap, 
Victor  would  probably  have  done  better  in  school.  He  has  attended  long 
enough  to  be  further  advanced.  However,  he  has  never  had  to  repeat  a 
grade;  his  progress  has  merely  been  slower  than  that  of  most  other 
children. 

Dorothea  was  a  very  difficult  problem  when  she  came,  about  four  years 
ago.  She  was  absolutely  indifferent  toward  her  school  work.  She  was 
much  over-weight.  Through  the  co-operation  of  the  school  nurse,  the 
mother  was  prevailed  upon  to  alter  the  child’s  diet.  Her  attitude  toward 
her  work  has  improved  remarkably.  From  a  lazy,  self-indulgent  child 
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she  has  become  a  studious,  thoughtful  girl,  popular  with  her  classmates 
and  teachers. 

Galen  is  a  boy  of  strong  literary  and  artistic  tendencies  and  has  great 
difficulty  with  arithmetic.  Individual  instruction  provides  very  definitely 
for  his  case,  as  shown  by  the  chart. 

It  is  very  interesting  to  note  that  Linda  and  Grace  started  school  the 
same  day  and  have  made  about  the  same  progress.  On  the  other  hand, 
Lillian,  who  entered  about  a  half  year  earlier,  owing  to  slow  progress 
at  first,  is  now  about  on  a  level  with  Linda  and  Grace. 

Clara  entered  this  fall  as  a  low-seventh-grade  pupil  from  a  school  con¬ 
ducted  on  a  group  basis.  She  has  already  made  promotions  in  arithmetic, 
history,  and  reading. 

Though  Cecil  has  a  serious  health  and  speech  handicap,  he  has  been 
able  to  hold  his  own  in  most  subjects  with  pupils  of  his  own  age.  When 
he  entered  three  years  ago,  he  had  never  adapted  himself  to  school  life. 
He  showed  no  interest  in  his  work  and  took  no  responsibility  for  his 
progress.  He  now  has  shouldered  the  responsibility  and  works  entirely 
on  his  own  initiative. 

Lillian’s  teeth  were  very  bad.  They  protruded  so  that  they  were  ex¬ 
tremely  disfiguring.  She  was  a  timid,  quiet,  little  girl,  never  asserting 
herself  fci  any  way.  Her  progress  in  school  was  slow,  though  she  seemed 
mentally  capable  of  doing  as  well  as  her  classmates.  She  was  taken  to  a 
dentist  and  braces  were  put  on  her  teeth.  As  her  personal  appearance 
improved,  there  was  a  change  in  her  whole  attitude.  She  developed  self- 
confidence,  and  her  rate  of  progress  was  accelerated  until  now  she  is  no 
longer  retarded. 

George  has  severe  eye  trouble  and  is  not  allowed  to  do  any  reading 
except  what  is  absolutely  necessary  at  school.  Hence  his  grade  for  read¬ 
ing  is  comparatively  low.  The  time  that  he  can  spend  on  reading  is  given 
to  geography  and  history.  Our  system  permits  steady  progress  although 
in  this  case  it  is  slow,  for  the  efficiency  of  the  pupil  is  lowered  by  his 
physical  handicap. 

Frederic,  who  is  less  than  10  years  old,  has  been  out  of  school  while 
the  family  was  in  the  Orient.  Individual  instruction  places  him  in  his 
subjects,  regardless  of  the  time  spent  in  school. 

A  Brief  Description  of  the  Organization  of  Each  Subject 
Under  the  San  Francisco  State  Teachers  College  Plan 

of  Individual  Work 

I.  Reading 

As  a  basis  for  the  course  of  study  for  individual  instruction  in 
first-grade  reading,  a  word  count  was  made  from  primers  and  from 
first  and  second  readers  in  common  use.  The  word  lists  for  each 
story  in  the  state  primer  were  divided  into  two  groups — one  con- 
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taining  words  common  to  primers,  first,  and  second  readers;  the 
other  containing  words  used  only  in  a  particular  story.  The  former 
list  is  used  as  a  basis  for  word  drill,  and  complete  mastery  is  expect¬ 
ed.  Incidental  learning  is  relied  upon  for  the  second  list. 

Differentiation  is  apparent  from  the  first  day.  The  following 
figures  show  the  variation  in  amount  of  time  needed  by  a  group 
of  pupils  to  complete  the  state  primer:  14,  15,  16,  31,  39,  47,  51,  51, 
51,  54,  59,  69,  112  days. 

In  our  individual  system  of  instruction  provision  is  made  for 
each  pupil  to  measure  his  own  progress  in  reading,  to  recall  tem¬ 
porarily  forgotten  words  by  the  use  of  the  picture  dictionary,  and 
to  test  himself  for  speed  and  comprehension.  The  standard  for 
passing  from  one  unit  of  reading  to  another  is  the  understanding 
of  the  story  read,  rather  than  a  parrot-like  repetition  of  words. 
There  is  no  oral  reading  in  the  usual  sense  No  child  is  required  to 
listen  to  another  read  and  explain  what  he  himself  has  already  read. 

Each  child  draws  his  own  books  from  the  school  library.  He  has 
one  book  for  school  reading,  accurate  account  of  which  is  kept  by 
the  teacher  by  an  ‘0.  K.’  bookmark  system.  The  ‘0.  K.’s’  are  given 
on  ability  to  tell  the  story,  rather  than  on  ability  to  read  it  orally, 
though  some  oral  reading  may  be  done  with  only  the  teacher  as  an 
audience.  Each  pupil  has  another  book,  called  his  “home  reader,”  on 
which  he  is  tested  after  he  has  finished  reading  it  at  home.  Begin¬ 
ning  with  the  fifth  grade,  the  suggested  reading  lists  are  dropped 
and  still  wider  opportunity  is  given  for  individuals  to  follow  their 
own  tastes.  In  the  upper  grades  most  of  the  reading  is  now  done 
outside  of  school,  though  very  accurate  account  of  it  is  kept  by  the 
teacher. 

2.  Arithmetic 

The  introductory  number  work  and  the  work  in  addition,  sub¬ 
traction,  multiplication,  and  division  of  integers  is  given  to  the 
pupil  in  bulletin  form.  This  material  is  divided  into  short  steps,  or 
goals.  Each  goal  consists  of  one  definite  principle  to  be  mastered. 
Carefully  graded  explanations  of  new  steps  are  written  in  such 
simple  language  that  a  pupil  requires  a  minimum  of  help  from  the 
teacher.  Self-corrective  tests  reveal  to  the  pupil  his  weakness  on  any 
unit  of  work.  Special  supplementary  exercises  are  available  for  drill 
on  each  specific  difficulty. 
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The  state  texts  in  arithmetic  furnish  additional  material  for  each 
grade.  Each  pupil  progresses  according  to  his  ability  and  interest. 
He  gets  as  much  or  as  little  help  as  he  needs  from  his  teacher. 

When  a  pupil  can  pass  a  test  on  all  the  arithmetic  work  outlined 
for  a  grade,  he  receives  a  promotion  slip.  As  shown  by  records  else¬ 
where,  the  amount  of  time  taken  to  complete  a  grade  of  work 
varies  with  the  individual  child.  The  records  also  show  that  an  indi¬ 
vidual  child  may  vary  in  his  rate  of  progress,  i.e.,  he  may  take 
longer  to  complete  some  grades  than  others. 

3.  Spelling 

Individual  differences  in  ability  to  spell  are  taken  care  of  by  the 
following  procedure:  a  standardized  test  in  spelling  is  given  an¬ 
nually  to  all  children  in  the  sehool  above  the  second  grade.  Accord¬ 
ing  to  the  results  of  this  test,  the  pupils  of  each  class  are  divided 
into  three  groups. 

Group  I  consists  of  those  pupils  who  seem  to  learn  to  spell  inci¬ 
dentally.  Pupils  falling  into  this  group  receive  no  further  instruc¬ 
tion  in  spelling.  Each  year  they  take  the  standardized  test  with  the 
other  children.  After  six  years  of  experimenting,  we  find  that  this 
method  of  grouping  in  spelling  is  quite  accurate. 

The  pupils  who  fall  into  Group  II  are  those  who  can  learn  to 
spell  through  study  and  find  no  difficulty  in  keeping  their  spelling 
abreast  with  their  other  school  subjects. 

The  pupils  of  Group  III  are  those  who  have  a  great  deal  of  diffi¬ 
culty  with  spelling — who,  even  with  much  effort  on  their  part  and 
on  the  part  of  their  teachers  find  it  extremely  difficult  to  make  the 
usual  progress  in  spelling. 

The  pupils  of  Groups  II  and  III  study  spelling  from  their  “in¬ 
ventory  lists.”  These  lists  have  been  obtained  by  dictating  the  entire 
word  list  of  the  grade  to  which  each  pupil  belongs.  Each  pupil  re¬ 
ceives  a  prepared  list  of  his  own  misspelled  words  for  study.  When 
he  has  mastered  this  list,  a  new  inventory  list  is  made  by  dictating, 
without  previous  study,  the  words  of  the  next  grade. 

The  pupils  of  Group  II  need  little  or  no  help  in  studying  spelling, 
while  the  pupils  of  Group  III  are  given  much  assistance.  All  known 
spelling  helps  are  used,  but  no  effort  is  made  to  force  this  group 
to  attain  the  standards  of  the  other  two  groups. 
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4.  Primary  Language 

Since  formal  language  (by  which  we  mean  correct  forms  of  wri  > 
ten  and  spoken  English)  is  a  matter  of  habit  formation,  no  pupil 
is  ever  considered  to  have  ‘completed’  the  course,  though  we  pro¬ 
mote  in  the  subject,  as  in  arithmetic  or  reading.  The  course  of 
study  in  language  is  planned  so  that  certain  specific  elements  are 
emphasized  in  each  grade.  Weekly  tests  follow  instruction  and  drill 
upon  these  elements.  Two  perfect  tests  entitle  a  pupil  to  a  promo¬ 
tion,  but  the  promotion  does  not  mean  that  he  is  through  with  that 
particular  unit.  The  promotion  is  merely  a  sign  of  progress.  The 
tests  are  cumulative  and,  until  a  pupil  finishes  the  high-fifth  grade, 
he  takes  weekly  tests  on  all  the  units  of  the  course  of  study  so  far 
as  he  has  gone.  For  instance,  a  pupil  graded  ‘high  fourth’  in  lan¬ 
guage  and  takes  weekly  tests  on  the  low-third,  high-third,  and  low- 
fourth  elements  as  well  as  on  the  high-fourth-grade  elements.  His 
daily  drill  and  practice  exercises  are  determined  by  his  individual 
errors  in  the  weekly  tests. 


5.  Composition 

In  composition  much  emphasis  is  placed  upon  individual  effort. 
Practically  all  written  work  is  individual.  Each  pupil’s  writing  is 
largely  an  expression,  in  a  limited  way,  of  his  own  interests  and 
inclinations. 

Practically  all  written  group  work  grows  out  of  requests  of  indi¬ 
viduals  who  wish  to  participate  in  the  same  undertaking.  Group 
work  of  this  type  becomes  a  challenge  to  both  individual  and  co¬ 
operative  effort. 

The  amount  of  oral  work  given  far  exceeds  the  written,  and  the 
child  places  conscious  effort  upon  his  own  improvement  as  well  as 
upon  the  improvement  of  the  group. 

Specifically  gifted  pupils  group  themselves  into  clubs  in  which 
they  have  opportunity  for  the  unfoldment  of  their  special  talents. 

6.  Map  Geography 

A  very  definite  course  in  locational  geography  gives  familiarity 
with  names  and  locations  of  the  places  which  a  pupil  meets  in  the 
geography  reading,  which  also  forms  an  important  part  of  the 
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geography  work.  The  reading  course  consists  of  books  about  people 
of  other  lands.  It  is  not  specifically  laid  out,  but  pupils  are  allowed 
'0  follow  their  interests  in  choosing  from  the  books  on  hand. 

We  recognize  the  fact  that  a  time  comes  in  each  child’s  life  when 
ie  shows  curiosity  about  a  map.  This  interest  is  very  often  stimu¬ 
lated  through  outside  contacts  or  through  reading.  At  this  point 
opportunity  is  seized  to  teach  those  locations  which  form  a  basis 
for  later  work  in  geography.  The  work  is  placed  before  the  pupil  in 
he  form  of  a  self-instructive  bulletin.  Enthusiasm  and  outside  in¬ 
terests  affect  the  time  taken  to  cover  this  course. 

7.  History,  Civics,  Geography 

The  formal  side  of  the  social  science  subjects  is  supplemented 
by  a  progiam  rich  in  social  and  creative  activities.  A  requirement 
that  at  least  two  books  and  many  stereoscope  pictures  be  consulted 
on  each  topic  studied  gives  the  pupil  a  wide  variety  of  material  as 
the  basis  for  interesting  class  programs  and  discussions.  These  pro¬ 
grams  are  further  enriched  by  the  use  of  the  visual  education 
equipment. 

Activities  which  call  for  co-operative  organized  group  work  are 
also  initiated  by  individual  pupils.  This  necessitates  a  group  dis¬ 
cussion  of  problems  encountered,  the  writing  of  letters  of  invitation 
and  letters  of  comment  or  explanation,  the  drafting  of  constitutions, 
by-laws,  and  other  civic  documents,  and  their  adoption  by  the  class. 
The  School  News,  edited  and  published  by  the  pupils,  gives  wide 
publicity  to  these  projects.  Meeting  the  present  needs  of  the  pupils 
in  this  way  provides  abundant  drill  on  oral  and  written  English 
and  on  practical  problems  in  civics. 

Under  such  a  program  of  individual  and  social  living  and  study, 
each  grammar-grade  class  becomes  a  miniature  community  with 
many  interests  involving  individuals,  groups,  subjects,  and  ma¬ 
terials.  Opportunity  is  thus  provided  for  the  development  of  indi¬ 
vidual  qualities  of  leadership  and  a  rich  program  of  socialization. 

8.  Penmanship 

Group  lessons  in  penmanship  are  given  for  such  general  points 
as  posture,  movement,  and  rhythm.  Individual  lessons  are  planned 
to  overcome  difficulties  in  letter  formation,  slant,  alignment,  size 
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of  letters,  etc.  The  Starch  writing  scale  furnishes  definite  goals  to¬ 
ward  which  a  pupil  works.  Tests  are  given  at  stated  periods  or  at 
any  time  a  pupil  requests  one.  Promotions  in  penmanship  are  based 
upon  attainments  in  both  speed  and  accuracy. 

10.  Dramatics 

Opportunity  for  work  in  dramatics  of  a  highly  social  nature  is 
given  thioughout  the  school.  Below  the  fifth  grade,  each  room  is 
constantly  at  work  upon  the  dramatic  representation  of  a  story.  In 
the  grammar  grades  there  are  special  classes  in  dramatics  for  the 
children  who  elect  to  join  them.  All  the  work  is  of  a  spontaneous 
nature,  that  is,  the  parts  are  not  memorized.  The  only  exception 
to  this  is  in  the  case  of  the  special  classes.  They  occasionally  pro¬ 
duce  a  play  adhering  to  the  printed  form. 

11.  Music 

Entering  pupils  are  tested  as  to  natural  voice  quality  and  ability 
to  imitate  short  rhythmic  phrases.  They  fall  into  four  groups. 
Group  A  includes  the  talented  pupils,  who  begin  immediately  on 
regular  first-grade  work.  Groups  B,  C,  and  D,  are  special  help 
groups.  The  pupils  of  these  groups  are  promoted  as  their  individual 
difficulties  are  corrected. 

The  second-,  third-,  and  fourth-grade  pupils  are  grouped  according 
to  native  ability,  sight-reading  ability,  and  voice  quality.  Progress 
fiom  one  group  to  another  is  possible.  The  material  used  is  the 
state  music  text. 

Since  the  pupils  are  segregated  into  groups  according  to  their 
musical  ability  and  progress,  it  is  necessary  to  change  rooms  for 
the  music  lesson.  This  is  called  “circling.”  Four  or  five  rooms  have 
their  music  lesson  at  the  same  period.  At  a  signal,  the  children 
march  into  the  hall  and  “circle”  to  their  music  rooms. 

The  grammar  grades  also  “circle”  for  music.  As  in  the  primary 
grades,  the  groups  are  fluid.  A  pupil  who  stands  out  in  a  group  as  a 
leader,  needing  little  drill,  responding  before  the  others  have  com¬ 
prehended  the  problem,  is  advanced  to  a  group  where  he  will  have  to 
-  work  up  to  his  highest  capacity.  A  slow  pupil  who  has  reached  the 
limit  of  his  musical  ability  is  placed  where  he  can  retain  his  musical 
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self-respect.  Thus,  individual  ability  and  progress  are  cared  for 
through  constant  shifting  of  groups.  (See  also  under  “15.  Special 
Music.”) 

12.  Art 

The  art  department  works  along  two  lines,  group  activity  and 
individual  instruction.  Group  activities  grow  out  of  the  general 
activities  of  the  children  of  each  room.  These  projects  engage  the 
interest,  in  one  way  or  another,  of  all  the  children  in  each  group. 
Enough  skill  is  developed  to  enable  the  children  to  draw  from  ob¬ 
jects  and  to  make  their  own  designs  and  patterns.  Children’s  stand¬ 
ards,  not  those  of  adults,  are  used  in  judging  results.  Opportunity 
to  do  individual  creative  work  is  provided  for  all  pupils  in  all 
grades.  Through  special  classes,  talented  children  are  given  unusual 
opportunities  to  develop  their  gifts.  (See  also  under  “16.  Special 
Art.”) 

13.  Nature  Study 

Nature  study  is  one  of  the  subjects  which  provides  for  the  indi¬ 
vidual  interests  of  the  children.  A  nature  laboratory  is  maintained 
to  which  pupils  bring  objects  of  interest  and  in  which  they  assemble 
their  private  collections,  care  for  pets  not  welcome  at  home,  press 
plants,  mount  insects,  propagate  plants,  consult  nature  books  and 
files,  etc.  Opportunity  for  individual  work  in  this  subject  is  pro¬ 
vided  for  all  the  primary  pupils.  Pupils  above  the  primary  grades 
may  elect  to  take  nature  study  or  some  other  phase  of  elementary 
science  as  a  special  subject. 

The  work  of  the  primary  grades  has  a  social  phase  in  that  some 
of  the  material  brought  by  the  pupils  is  used  as  a  basis  for  class 
lessons.  In  the  absence  of  such  material,  the  teacher  provides  a  sub¬ 
ject  for  discussion. 

14.  Special  Subjects 

In  addition  to  the  fundamental  courses  provision  is  made  for 
classes  in  which  the  special  interests  of  the  individual  pupils  are 
served.  Besides  those  listed  below,  special  classes  are  provided  in 
cooking,  sewing,  penmanship,  dramatics,  travel,  and  composition. 

15.  Special  Music 

Pupils  may  elect  to  join  the  boys’  or  girls’  glee  clubs  or  a  class  in 
musical  appreciation.  These  groups  are  not  limited  to  talented  chil- 
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dren,  but  they  are  open  to  any  who  wish  to  join  them.  The  pupils 
are  encouraged  to  take  the  initiative  in  suggesting  material  and  in¬ 
terpretations.  They  are  made  to  feel  that  the  instructor  is  there  only 
to  help  them  carry  out  their  own  ideas.  Local  musical  events  are  the 
basis  for  many  lessons.  The  ‘jazzing’  of  classics  has  led  to  the 
serious  study  of  many  of  the  original  compositions. 

.  — a 

16.  Special  Art 

The  pupils  in  the  special  art  classes  carry  on  three  types  of  work. 
To  exercise  purely  creative  power,  they  choose  their  favorite  sub¬ 
jects  and  compose  pictures  or  designs  from  their  own  mental  images. 
To  exercise  their  power  of  imagination,  they  compose  designs  or 
pictures,  using  certain  objects  as  the  center  of  interest.  To  improve 
their  technique,  they  occasionally  copy  a  good  painting  or  a  line 
drawing.  The  teachers,  acting  as  advisers  only,  help  the  pupils  to 
keep  in  mind  the  principles  of  good  design  and  color  harmony.  The 
designs  made  are  used  in  craft  work,  and  some  of  the  pictures  made 
are  used  to  decorate  the  rooms  and  the  halls. 


17.  Elementary  Science 

The  grammar-grade  pupils  are  permitted  to  select  the  type  of 
science  work  in  which  they  are  most  interested,  whether  it  be  gar¬ 
dening,  chemistry  of  common  things,  electricity,  or  advanced  nature 
study.  After  a  few  lessons  designed  to  familiarize  them  with  experi¬ 
mental  procedure  and  simple  laboratory  technique,  each  individual 
investigates  problems  within  the  field  he  has  chosen.  If  he  has 
particular  experiments  in  mind,  he  works  at  those;  otherwise  he 
selects  from  a  prepared  list.  We  do  not  attempt  to  measure  stand¬ 
ards  of  achievement  other  than  those  which  should  result  from  a 
sincere  interest  on  the  part  of  the  pupil,  since  we  have  as  an  objec¬ 
tive  of  this  elementary  science  work,  attitudes  and  appreciation, 
rather  than  the  mastery  of  an  array  of  scientific  facts. 


18.  Mechanical  Construction 

The  shop  is  open  to  boys  of  any  grade  who  “want  to  make  some¬ 
thing.”  On  entering  the  class  with  an  ‘idea,’  the  boy  is  told  to  make 
a  drawing  of  it.  Some  of  these  are  very  crude,  but  a  few  lines 
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thrown  together  give  the  instructor  a  clearer  idea  of  what  the  boy 
has  in  mind  than  any  amount  of  verbal  or  written  description. 
From  this  crude  drawing  the  boy  is  tau.wht  individually  how  to 
make  a  working  drawing  to  scale.  He  then  begins  with  the  actual 
construction  and  gets  his  knowledge  aua  shill  in  handling  tools  and 
materials  through  working  out  his  idea. 

19.  Junior  Rotary  Club 

The  Junior  Rotary  Club  was  formed  to  study  and  give  practice 
in  parliamentary  law.  From  this  foundation  grew  an  active  school 
citizenship  club.  Such  problems  as  arise  in  the  cafeteria,  in  the  halls, 
in  the  children’s  library,  etc.,  are  brought  up  for  discussion  through 
the  medium  of  parliamentary  practice.  Committees  are  then  ap¬ 
pointed  to  draw  up  recommendations  to  be  sent  to  the  faculty,  and 
other  committees  are  appointed  to  carry  out  the  proposals  after 
their  return. 

Debating  and  discussions  of  current  civics  problems  are  other 
activities  of  the  Junior  Rotary  Club. 

20.  Kindergarten 

The  San  Francisco  State  Teachers  College  conducts  a  kinder¬ 
garten  in  a  foreign  quarter  of  the  city.  Special  attention  is  given 
to  the  development  of  control  of  the  English  language.  Each  child’s 
language  difficulty  is  diagnosed.  Tests  are  given  to  discover  whether 
he  has  the  ability  to  overcome  the  difficulty.  Every  opportunity  is 
given  to  practice  the  correct  sound  until  the  correct  habit  is  estab¬ 
lished.  No  formal  drills  are  given  but  the  child  works  hard  to  say 
“Thank  you”  for  his  milk,  instead  of  “Dank  you,”  or  “Tank  you.” 


2.  Burk’s  Individual  System  as  Developed  at  Winnetka 
By  Carleton  W.  Washburne 
Superintendent  of  Schools,  Winnetka,  Illinois 


The  public  schools  of  Redondo  Beach,  California,  among  others 
bodily  took  over  Burk’s  methods  and  materials;  so  did 


some 
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parochial  schools.  For  the  most  part,  however,  people  failed  to  see 
the  applicability  of  Burk’s  basic  principles  to  city  school  systems. 
They  assumed  that  because  Burk  had  adapted  these  principles  to  a 
normal  training  school,  they  could  not  be  adapted  to  other  types  of 
.schools.  It  was  not  until  certain  public  school  systems  began  to  take 
nold  of  the  movement,  therefore,  that  it  spread  with  any  rapidity. 

The  first  public  school  system  definitely  to  undertake  this  work 
was  that  of  Winnetka,  Illinois.  The  thousands  of  visitors  to  the 
Winnetka  schools,  the  spread  of  the  Winnetka  mimeographed  ma¬ 
terials  and  the  texts  that  are  just  beginning  to  be  published,  the 
lectures  given  in  various  parts  of  the  country  by  members  of  the 
Winnetka  staff,  the  articles  on  the  Winnetka  schools  in  professional 
periodicals,  and  such  lay  periodicals  as  the  Christian  Science 
Monitor,  Collier’s,  and  The  New  Republic,  have  done  much  to  spread 
the  idea  that  the  class  lock-step  can  be  broken  in  public  schools,  and 
that  schools  can  be  fitted  to  individual  differences.  Summer  courses 
dealing  largely  or  entirely  with  the  Winnetka  plan  of  adapting 
schools  to  individual  differences  have  been  given  in  Northwestern 
University,  the  University  of  Chicago,  and  the  University  of  Ore¬ 
gon.  Demonstrations  of  the  Winnetka  plan  have  been  given  for  the 
summer  sessions  of  Teachers’  College,  New  York;  Rutgers  College 
in  New  Jersey;  the  College  of  William  and  Mary  in  Virginia;  Ohio 
University  at  Athens,  Ohio;  and  Normal  University  in  Illinois. 

Public  schools  have  recently  been  experimenting  actively  along 
this  same  line  in  Bronxville  and  Dunkirk,  New  York;  in  Miami, 
Florida;  in  Peru,  Indiana;  in  Racine,  Wisconsin;  and  to  a  greater 
or  less  degree  in  many  other  places.  The  movement  seems  to  be  just 
getting  well  under  way,  and  bids  fair  not  to  stop  until  all  schools 
make  provision  for  the  wide  differences  that  exist  among  individual 
children. 

Winnetka  is  a  residential  suburb  of  Chicago,  with  a  popula¬ 
tion  of  10,000.  The  schools  have  been  entirely  free  from  politics 
for  many  years  and  the  Board  of  Education  has  consistently  been 
composed  of  intelligent,  public  spirited  men  and  women.  While 
public  affairs  are  controlled  by  people  of  unusual  attainments,  the 
school  population  is  sufficiently  heterogeneous  to  be  fairly  typical 
of  many  American  communities— there  are  children  from  homes  of 
wealth,  occasional  children  from  the  homes  of  newly  arrived,  pov- 
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erty-stricken  immigrants,  and  many  children  from  simple,  comfort¬ 
able  homes.  The  median  intelligence  quotient  of  the  Winnetka  school 
children  on  the  National  Intelligence  Test  is  106.65. 

The  teachers  are  fairly  well  paid  and  are  carefully  selected.  It  has 
been  their  whole-hearted,  clear-headed,  co-operative  efforts  which 
have  made  the  Winnetka  experiment  successful. 

The  technique  of  individualizing  the  Winnetka  Schools,  developed 
under  these  favorable  conditions,  is  detailed  in  Section  V,  but  may 
be  summarized  here  as  follows: 

The  curriculum  is  divided  into  two  parts.  One  part  deals  with 
knowledges  and  skills  of  which  everyone  alike  needs  mastery.  The 
other  part  provides  for  each  child  self-expression  and  the  oppor¬ 
tunity  to  contribute  to  the  group  something  of  his  own  special  in¬ 
terests  and  abilities. 

Under  the  first  head,  come  the  common  essentials — the  ‘three  R’s’ 
and  similar  subject  matter.  Every  child  needs  to  know  certain  ele¬ 
ments  of  arithmetic,  needs  to  be  able  to  read  with  a  certain  speed 
and  comprehension,  needs  to  spell  certain  common  words,  needs  to 
know  something  about  those  persons,  places,  and  events  to  which 
reference  is  constantly  made.  Since  every  child  needs  these  things, 
and  since  every  child  differs  from  others  in  his  ability  to  grasp 
them,  the  time  and  amount  of  practice  to  fit  each  child’s  needs  must 
be  varied.  Under  the  old  regime,  in  the  effort  to  give  different  chil¬ 
dren  the  same  subject  matter  in  the  same  length  of  time,  the  qual¬ 
ity  of  the  children’s  work,  the  degree  of  their  mastery,  varied  from 
poor  to  excellent,  as  attested  by  their  report  cards.  But  under  the 
Winnetka  technique  of  individual  education,  instead  of  quality 
varying,  time  varies :  a  child  may  take  as  much  time  as  he  needs  to 
master  a  unit  of  work,  but  master  it  he  must.  The  common  essen¬ 
tials,  by  definition,  are  those  knowledges  and  skills  needed  by  every¬ 
one  ;  to  allow  many  children,  therefore,  to  pass  through  school  with 
hazy  and  inadequate  grasp  of  them,  as  one  must  under  the  class 
lock-step  scheme,  is  to  fail  in  one  of  the  functions  of  the  school. 

The  part  of  the  curriculum  which  should  provide  self-expression 
and  group  activities  is  quite  another  matter.  Here  there  is  no  com¬ 
mon  skill  or  knowledge  to  be  mastered.  Here  each  child  may  legiti¬ 
mately  differ  from  his  neighbor  in  what  he  gets  from  school.  It  is 
the  school’s  job  to  provide  opportunities  for  his  special  interests 
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and  abilities  to  develop.  In  this  field,  education  recognizes  the  im¬ 
portance  to  evolution  of  the  law  of  variation,  and  therefore  takes 
full  advantage  of  children’s  differences.  The  children  must  learn 
how  to  make  up  for  their  weaknesses  by  using  the  strength  of 
others  and  how  to  contribute  their  special  abilities  to  the  under¬ 
takings  of  the  group. 

To  provide  for  both  of  these  main  divisions  of  the  curriculum, 
half  the  morning  and  half  the  afternoon  are  given  over  to  individual 
work  in  the  common  essentials,  while  the  other  half  of  each  session 
is  given  to  group  and  creative  activities. 

During  the  time  devoted  to  individual  work  in  the  common  essen¬ 
tials,  every  child  does  his  own  job.  If  one  steps  into  a  “fourth-grade 
room,”  for  example,  he  may  find  each  child  doing  a  different  thing. 
One  is  just  finishing  third-grade  arithmetic,  another  has  begun 
compound  multiplication,  another  is  in  the  miudle  of  long  division, 
while  still  another  may  be  beginning  fifth-grade  work  in  fractions. 
A  child  may  be  doing  fourth-grade  arithmetic  during  one  period, 
but  a  few  minutes  later,  in  the  same  room,  be  doing  fifth-grade 
reading. 

There  are  no  recitations.  Each  child  prepares  a  unit  of  work, 
checks  his  results  with  an  answer  sheet,  and  goes  on  to  the  next 
unit.  When  he  has  done  a  small  group  of  units — an  amount  of  work 
which  may  have  taken  him  three  days  or  two  weeks — he  tests  him¬ 
self  on  this  group:  if  he  finds  that  he  has  mastered  it,  that  his 
practice  test  is  100  percent  right,  he  asks  the  teacher  for  a  real 
test.  This  test  the  teacher  corrects.  If  it  is  not  100  percent,  the 
child  practices  again  on  the  weak  points  shown  by  it,  then  asks  for 
a  re-test.  When  he  shows  the  teacher  that  the  group  of  units  (called 
a  “goal”  in  Winnetka)  is  mastered,  he  works  on  toward  the  next 
goal. 

The  teacher,  under  this  plan,  spends  her  whole  time  teaching,  not 
listening  to  recitations.  She  helps  an  individual  here  or  a  group 
there;  she  encourages  and  supervises.  She  is  about  among  the  chil¬ 
dren  as  they  work,  not  at  her  desk. 

No  child  ever  “fails.”  Nor  does  one  ever  “skip  a  grade.”  If  in  June 
a  child  has  not  finished  his  grade’s  work,  in  September  he  goes  on 
from  where  he  left  off.  If  a  child  can  do  more  than  a  grade’s  work  a 
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year,  he  does  so — but  he  does  all  the  work,  without  skipping  any.  The 
child  is  on  a  piece-work  basis,  not  a  time-work  basis.  He  gets  the 
habit  of  mastering  each  thing  he  undertakes. 

During  the  half  of  the  morning  and  half  of  the  afternoon  devoted 
to  group  and  creative  activities,  the  children  are  not  working  toward 
any  set  goals,  nor  are  they  tested.  Going  into  one  of  the  rooms  dur¬ 
ing  this  part  of  the  day,  one  may  find  the  children  dramatizing  a 
part  of  their  history  work.  Perhaps  they  are  putting  on  a  very  in¬ 
formal  impromptu  dramatization,  or  perhaps  they  are  preparing  a 
more  elaborate  one  which  may  be  presented  to  the  school  as  a  whole 
during  assembly. 

The  assembly  is  a  sort  of  open  forum.  One  day  it  may  be  a  pro¬ 
gram  planned  by  the  children  and  entirely  conducted  by  them.  An¬ 
other  day  it  may  be  a  business  meeting  in  which  all  the  local  school 
affairs  are  discussed  and  worked  out  by  the  children  themselves.  It  is 
interesting  to  see  a  third-grade  child  presiding  over  an  assembly  of 
two  or  three  hundred  of  her  school  mates,  in  good  parliamentary 
form,  and  entertaining  notions  regarding  such  things  as  whether 
children  should  ride  their  bicycles  on  the  playground  or  whether 
snowballing  on  the  playground  should  be  permitted. 

Every  child  in  the  Winnetka  schools  has  an  opportunity  to  serve 
on  some  committee.  These  committees  manage  all  the  student  activi¬ 
ties.  They  are  usually  made  up  of  representatives  from  each  class¬ 
room.  They  are  sufficiently  numerous  to  provide  a  place  for  every 
child.  In  one  school,  for  instance,  there  is  a  committee  on  assembly 
programs,  a  committee  on  care  of  school  grounds,  a  committee  on 
the  care  of  plants  in  classrooms,  a  committee  on  the  toilets,  a  com¬ 
mittee  on  playground  rules,  and  so  on  through  the  gamut  of  school 
affairs. 

It  is  during  the  group  and  creative  activities  part  of  the  day  that 
the  Winnetka  children  have  their  field  trips;  that  one  room  may  en¬ 
tertain  another ;  that  creative  work  is  done  in  art  and  in  shop  work, 
each  child  making  the  thing  which  he  himself  wishes  to  make.  It  is 
during  this  part  of  the  day  that  the  children  issue  their  school  news¬ 
paper,  articles  to  which  are  contributed  by  children  from  the  first 
grade  up.  The  editing,  type-setting,  proof-reading,  and  business 
management  of  the  newspaper  are  in  the  hands  of  the  seventh  and 
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eighth  grade  junior-high-school  children,  who  carry  a  real  commer¬ 
cial  account  in  one  of  the  Winnetka  banks,  and  pay  all  their  bills 
with  checks. 

^  It  is  during  this  freer  part  of  the  day  that  children  learn  how  to 
fit  their  interests  and  abilities  in  with  those  of  others,  to  co-operate, 
to  participate  in  the  activities  of  the  group.  At  such  times  they  learn 
to  merge  their  personal  interests  in  the  welfare  of  the  whole,  and 
they  learn  to  contribute  their  special  abilities  to  this  group  welfare. 

By  providing  flexibility  of  time  for  the  mastery  of  common  essen¬ 
tials  and  by  providing  opportunity  for  children  to  exercise  and  use 
their  different  interests  and  abilities,  the  Winnetka  schools  are 
adapting  the  curriculum  to  the  individual  differences  that  exist 
among  children. 


II.  THE  DALTON  PLAN 


The  most  widely  known  form  of  individual  instruction  is  the  Dal¬ 
ton  Plan,  which  was  first  introduced  into  a  public  school  system  in 
the  high  school  of  Dalton,  Massachusetts,  a  few  months  after  the 
work  in  Winnetka  was  inaugurated.  It  remained  almost  unknown  in 
this  country  until  Rosa  Bassett  put  it  into  the  Girls’  Secondary 
School  in  Streatham,  London.  This  experiment  caused  an  educational 
furore  in  England,  the  reverberation  of  which  woke  America  up  to 
the  experiment  Helen  Parkhurst  had  inaugurated  in  Dalton. 

In  England,  Miss  Parkhurst  tells  us,  there  are  now  over  1500  Dal¬ 
ton  Plan  schools.  Miss  Parkhurst  is  also  authority  for  the  statement 
that  the  Dalton  Plan  has  been  adopted  as  the  official  method  in  Hol¬ 
land  and  in  Moscow,  that  there  are  Dalton  Plan  schools  in  Norway, 
Germany,  Poland,  Austria,  and  Spain,  and  that  450  public  or  govern¬ 
ment  schools  in  Japan  (Japanese  speaking)  are  operated  on  this 
plan,  250  schools  in  China,  and  50  in  India.  She  definitely  knows  of 
200  in  the  United  States  and  her  book  has  been  translated  into  12 
languages.  All  this  in  about  four  years ! 

The  fact  that  the  plan  does  not  call  for  any  changes  in  the  curri¬ 
culum  or  texts,  and  yet  does  much  to  free  the  child  and  individualize 
his  work,  probably  accounts  for  its  rapid  spread.  There  are  those, 
however,  who  feel  that  it  is  putting  new  wine  in  old  bottles  to  adopt 
the  very  progressive  Dalton  Plan  while  continuing  to  use  traditional 
curriculum  and  texts. 

To  this  Miss  Parkhurst  would  probably  agree— but  the  curriculum 
and  texts,  she  feels,  are  not  her  job.  She  has  provided  “the  vehicle;” 
it  is  the  task  of  others  to  furnish  that  which  is  to  be  carried. 


The  Dalton  Laboratory  Plan  1 
By  Helen  Parkhurst 


The  Dalton  Laboratory  Plan  is  a  sociological,  rather  than  a  curri¬ 
cular  experiment.  It  aims  to  socialize  the  school  and  keep  its  life 
from  becoming  mechanical.  It  emphasizes  a  change  in  the  condi- 

1  Loaned  to  the  Twenty -Fourth  Yearbook.  Copyright  reserved. 
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tions  of  the  life  of  the  school  instead  of  concentrating  upon  the  cur¬ 
riculum  as  do  most  other  educational  experiments.  The  Dalton  Plan 
should  be  considered  a  vehicle  for  the  curriculum.  With  it  one  may 
use  a  formal  or  an  informal  curriculum.  As  curriculum  is  to  be 
thought  of  as  a  pupil’s  ‘mental  food,’  it  is  understood  that  one  of  the 
determining  factors  of  a  pupils’  development  will  be  whether  or  not 
the  curriculum  transported  by  this  ‘vehicle’  satisfies  his  needs. 

To  give  an  understanding  of  the  Dalton  Plan,  it  is  necessary  for 
me  to  state  its  philosophy  and  psychology.  Briefly,  this  is  to  enumer¬ 
ate  its  principles.  In  connection  with  the  Dalton  Plan,  it  may  be  said 
that  these  principles  are  not  a  result  of  tardy  or  recent  rationalizing 
about  the  plan  itself;  instead,  these  principles  were  laid  down  at 
the  inception  of  the  plan,  and  have  been  carefully  followed,  and  pro¬ 
claimed  as  the  contribution  of  the  laboratory  plan  (now  Dalton.  La¬ 
boratory  Plan)  since  1911. 

There  are  but  three  fundamental  principles,  viz. — First,  Freedom; 
Second,  Co-operation  and  Interaction  of  Group  Life,  or  Community 
Living;  and  Third,  The  Proportion  of  Effort  to  Attainment,  or  Budg¬ 
eting  Time.  Principle  One  is  common  to  many  education  experi¬ 
ments  as  a  prerequisite  and  it  has  had  many  advocates.  By  “free¬ 
dom,”  I  mean  freedom  to  work  without  interruptions  in  order  to 
pursue  an  interest  and  in  order  to  develop  concentration.  As  applied 
to  an  individual,  it  is  understood  to  mean  that  he  is  to  be  freed  from 
those  habits  or  conditions  which  enslave  his  life  or  impede  his  com¬ 
plete  development. 

In  the  use  of  Principles  Two  and  Three,  the  laboratory  plan,  now 
known  generally  as  the  “Dalton  Plan,”  antedates  other  educational 
experiments.  These  two  principles  are  therefore  to  be  considered  as 
the  plan’s  contribution  to  educational  procedure. 

Theoretically,  there  is  “nothing  new  under  the  sun;”  and  prac¬ 
tically,  the  only  new  thing  in  the  Dalton  Plan  is  its  departure  from 
edd  school  practices  and  the  new  procedure  instituted  to  introduce 
the  second  and  third  principles  into  the  school. 

It  may  be  well  to  note  how  the  second  principle,  i.  e.,  the  inter¬ 
action  of  group  life  or  community  living,  is  brought  about.  Instead 
of  the  usual  grade  rooms  and  grade  teachers,  we  have  subject  labo¬ 
ratories  and  specialists;  instead  of  confining  the  pupils  of  a  single 
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grade  to  one  room,  the  pupils  of  four  or  five  grades  have  access  to 
as  many  laboratories  and  are  permitted  to  go  from  subject  labora¬ 
tory  to  subject  laboratory,  mingling  and  living,  within  the  school, 
while  engaged  in  school  pursuits,  just  as  the  community  outside  of 
school  lives  and  works.  It  is  impossible  for  an  individual  pupil,  an  in¬ 
dividual  teacher,  or  an  individual  class  under  the  Dalton  Plan  to 
live  independently  of  others.  Here  we  put  in  operation  Dewey’s 
theory  that  “A  democratic  education  is  not  merely  to  make  an  indi¬ 
vidual  an  intelligent  participant  in  the  life  of  his  immediate  group, 
but  to  bring  the  various  groups  into  such  constant  interaction  that 
no  individual,  no  economic  group,  could  presume  to  live  independent¬ 
ly  of  others” 

Every  school  has  a  stated  amount  of  time  in  which  to  do  a  given 
amount  of  work,  and  so,  in  accordance  with  the  third  principle  (pro¬ 
portion  of  effort  to  attainment,  or  budgeting  of  time)  we  map  out 
the  work  for  each  class  in  the  form  of  a  job  and  permit  individual 
pupils  to  budget  the  time  allotted  for  a  month  (laboratory  time)  ac¬ 
cording  to  the  demands  of  their  individual  needs  and  difficulties. 

Under  these  principles,  the  Dalton  Plan  creates  new  conditions  of 
school  life  in  which  the  pupils,  to  enjoy  them,  involuntarily  function 
as  individual  members  of  a  social  community.  A  pupil  forms  the 
same  kind  of  relationships  in  his  school  life  that  he  will  afterwards 
meet  in  his  business  or  professional  life. 

Those  who  desire  to  be  intelligent  about  the  Dalton  Plan  must  not 
confuse  it  with  curriculum.  Although  there  appears  to  be  a  wide 
margin  between  the  advocates  of  individual  instruction  and  the  ad¬ 
vocates  of  the  project  method,  both  of  which  groups  are  conducting 
worthy  experiments  in  curriculum,  neither  group  will  find  the  Dal¬ 
ton  Plan  anything  but  a  helpful  agent  for  administering  and  fur¬ 
thering  its  ideals  or  program  of  work.  Consistently,  the  Dalton  Plan 
has  been  kept  out  of  the  field  of  curricular  debate  and  confined  to  ex¬ 
periments  in  “learning”  as  based  on  the  laws  of  learning.  Investiga¬ 
tion  shows  that  excellent  results  have  been  achieved  in  schools  that 
have  used  the  Dalton  Plan  as  a  vehicle  for  the  curriculum  as  ad¬ 
ministered  according  to  the  program  based  upon  methods  of  individ¬ 
ual  instruction;  and  again,  in  other  schools,  projects  have  become 
the  spontaneous  expression  of  the  real  living  of  children  who,  under 
the  conditions  of  the  Dalton  Plan,  arranged  their  own 
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checked  their  results,  and  budgeted  their  own  time  with  great  satis¬ 
faction  and  profit. 

The  individual  instructionists”  find  it  necessary  to  supplement 
their  program  by  adding  dramatics,  games,  etc.,  in  order  to  safe¬ 
guard  their  program  from  becoming  too  mechanical ;  the  enthusiasts 
of  the  project  find  their  ideal  program  blocked  because  at  each  step 
they  are  confronted  by  the  out-of-date  school  machinery  of  the 
average  school,  and  because  teachers,  while  recognizing  the  value  of 
the  new,  are  handicapped  for  lack  of  a  school  procedure  which  will 
permit  or  encourage  any  new  attempts. 

The  Dalton  Plan  does  not  aim  to  reconcile  these  two  groups,  the 
“individual  instructionists”  and  “projectionists,”  because  to  us  they 
seem  sincerely  headed  in  different  directions.  What  the  Dalton  Plan 
does  aim  to  do,  is  to  reorganize  the  life  of  the  school  and  furnish  it 
with  a  procedure  which  will  be  advantageous  to  either  group;  per¬ 
mit  pupils  to  enjoy  true  community  life,  to  build  up  from  day  to  day 
the  sort  of  habits  which  one  needs  in  life  outside  of  school,  and  to 
put  the  child  in  command  of  his  own  resources  so  that  he  becomes 
master  instead  of  servant.  Under  the  Dalton  Plan,  a  pupil  can  truly 
become  an  ‘efficiency  expert’  of  his  own  affairs.  The  procedure  of  the 
Dalton  Plan  can  be  used  regardless  of  the  curriculum  adhered  to; 
it  is  not  a  back-door  method  of  forcing  ‘interesting  learning’  but  a 
way  of  permitting  the  learner  to  learn. 

To  institute  the  Dalton  Plan,  it  is  not  necessary  to  banish  our 
system  of  school  grades;  there  is  every  opportunity  for  spontaneous 
work,  there  is  opportunity  for  drill  at  the  very  moment  when  it  is 
necessary,  either  from  the  teacher’s  point  of  view  or  that  of  the 
pupil;  pupils  are  permitted  to  progress  at  their  own  rate  of  speed 
in  various  subjects  unhampered  within  the  circumference  of  the  job* 
and  there  is  true  opportunity  for  all-round  individual  development 

A  great  Russian  actor  who  lives  for  the  theatre,  after  visiting  a 
Dalton  school  a  second  time,  said:  “Every  laboratory  is  a  theatre 
and  creative  energy  is  continuously  freed.  This  beautiful  drama  be¬ 
ing  enacted  before  our  eyes  is  life  at  its  very  best.” 

Under  the  Dalton  Plan,  the  pupil  is  given  his  work  in  the  shape  of 
a  series  of  related  jobs.  The  work  of  any  job  is  very  carefully  out¬ 
lined,  sometimes  by  the  teachers,  often  by  the  pupils,  depending 
upon  the  kind  of  school.  Each  job  corresponds  to  what  can  easily  be 
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done  within  a  school  month  of  20  days.  The  number  of  jobs  outlined 
for  a  school  year  depends  upon  the  number  of  months  comprising 
the  academic  year  of  the  school  using  the  plan.  Thus,  the  number 
varies  from  eight  to  ten  jobs. 

The  Dalton  Plan  is  applicable  to  any  part  of  the  school  above, 
and  beginning  with,  the  fourth  grade.  The  fourth  grade  is  taken  as 
a  starting  point  because  pupils  of  that  age  and  of  that  stage  sup¬ 
posedly  have  the  tool  subjects  sufficiently  well  in  hand  to  enable  them 
to  work  independently  and  easily.  /_ 

A  single  job  may  be  the  working  out  of  a  single  idea  or  each  job 
may  be  made  up  of  a  collection  of  correlated  assignments  of  work. 
In  a  school  where,  say,  five  subjects  compose  the  curriculum,  if  the 
work  is  to  be  arranged  in  jobs,  work  would  be  outlined  in  advance  to 
cover  a  20-day  period,  and  work  sheets  or  procedure  sheets  (assign¬ 
ments)  would  be  made  out  to  show  a  pupil  how  to  attack  each  sub¬ 
ject.  Individual  copies  of  these  work  sheets  (assignments)  would 
be  given  to  each  pupil. 

We  speak  of  a  “job”  as  comprising  a  certain  number  of  “units”  of 
work.  A  unit  of  work,  in  quantity,  approximates,  or  corresponds  to, 
what  would  usually  be  assigned  for  a  daily  recitation  in  a  subject.' 
Twenty  units  of  work  would  be  outlined  for  each  subject  taught.  If 
a  grade  s  curriculum  had  five  subjects,  then  a  job  would  comprise 
20x5  units,  or  100  units  of  work.  A  unit  of  work,  from  the  pupil’s 
point  of  view,  is  not  a  set  amount  to  be  done  in  a  certain  stated 
amount  of  time,  nor  does  a  unit  of  history,  for  instance,  equal  a 
unit  of  music  or  art.  Pupils  take  as  much  time  as  they  need  out  of 
the  entire  amount  at  their  disposal,  to  do  any  given  20  units  of  work 
of  an  assignment. 

Teachers  have  to  be  careful  not  to  outline  more  work  for  a  job 
than  pupils  can  accomplish  in  the  combined  laboratory  periods  of 
any  given  20-day  period,  but  very  slow  pupils  may  take  more  than 
20  days  if  necessary.  To  safeguard  setting  too  much  work,  I  suggest 
a  teacher's  “time-set,”  as  a  gauge. 

A  morning  in  a  Daltonized  school  is  divided  into  two  short  periods 
and  one  very  long  period,  viz. :  first,  an  organization  period  lasting 
from  15  to  30  minutes;  second,  a  laboratory  period  from  two  to  three 
hours,  and  preferably  at  the  close  of  the  morning,  a  conference  pe¬ 
riod  lasting  30  or  40  minutes. 
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The  Dalton  Plan  does  not  prescribe  any  set  amount  of  time  fo; 
“laboratory  time,”  but  it  is  suggested  that,  whenever  possible,  three 
fourths  of  the  morning  time  be  made  available  for  this  purpose. 

Let  us  say  that  a  school  sets  aside  three  hours  as  laboratory  time 
then,  in  a  school  month  of  20  days,  a  pupil’s  laboratory  time  would 
approximate  20x3  hours,  or  60  hours.  Each  pupil,  therefore,  would 
have  at  his  disposal  60  hours  in  which  to  do  his  100  units  of  work. 
This  60  hours  is  budgeted  by  each  pupil  to  serve  his  individual 
needs,  and  definite  instruction  is  given  as  to  how  to  budget  time.  If  ;> 
pupil  does  the  entire  job  (100  units)  in  less  than  60  hours,  he  imme 
diately  proceeds  with  the  next  job.  There  is  no  waiting  for  slower 
pupils,  nor  are  slow  pupils  rushed  along  at  an  accelerated  rate  or 
carried  by  the  momentum  of  the  class,  producing  inaccurate,  sloven¬ 
ly  work;  nor  would  a  slow  pupil  have  to  finish  in  20  days.  He  may 
have  more  time  whenever  necessary;  nor  is  a  20-day  period  supposed 
to  coincide  with  a  series  of  school  or  calendar  months.  A  pupil 
counts  “one”  as  his  first  work  day,  and  so  marks  his  work  graph. 
“Two”  is  his  second  day,  etc.  Absent  days  are  not  counted.  We  go 
from  1  to  20,  because  work  is  set  on  a  20-day  basis. 

If  a  school  desired  to  devote  to  English  the  equivalent  of  40  min¬ 
utes  a  day  as  a  minimum,  then  the  English  teacher,  in  mapping  out 
his  work,  would  guard  against  outlining  more  for  20  days  (20  units) 
than  could  be  done  by  a  slow  pupil  in  20x40  minutes,  or  800  min¬ 
utes.  We  go  further,  for  we  make  weekly  divisions.  These  weekly 
divisions  do  not  block  a  pupil’s  interest  or  retard  his  progress ;  they 
are  psychological  divisions  rather  than  actual  stop  signals;  they 
merely  indicate  to  the  pupil  that  a  fourth  of  any  subject  of  the  job 
is  completed  and  put  behind  him.  In  the  particular  subject  men¬ 
tioned,  English,  the  teacher’s  “time-set”  for  a  week  would  be  5x40, 
or  200  minutes. 

A  pupil  may  do  all  of  his  work,  subject  by  subject,  one  subject  at 
a  time,  or  a  little  of  one  and  much  of  another.  He  is  free  to  plan  his 
own  time  and  discover  his  own  better  methods  of  work.  The  reason 
for  a  “time-set”  should  be  made  clear.  It  is  to  make  sure  that  the 
job  set  for  60  hours  can  be  done,  by  a  slow  pupil,  in  that  time.  I  here 
give  a  “time-set”  for  a  school  with  a  curriculum  comprising  five  sub¬ 
jects  and  60  hours  laboratory  time. 


ATTEMPTS  TO  ADJUST  SCHOOLS 


89 


TIME-SET 


Subjects 

A  Unit 

Basis 

1  day’s  Work 

A  Week’s 

Work 

5-unit  Basis 

A  Month’s 
Work 

20-unit  Basis 

English 

40 

200 

800 

History  * 

45 

225 

900 

Geography  * 

45 

225 

900 

Mathematics 
Science  or 

30 

150 

600 

Nature  Study 

20 

100 

400 

A  month’s  job  of 

180  min.,  or 

3  hrs.  daily 

900  min.,  or  15  hrs. 

3600  min., 

5  assignments 

a  week’s  basis 

or  60  hrs. 

*  Or  the  Social  Sciences. 


My  personal  opinion  is  that  teachers  should  not  put  the  “ time-set ” 
in  the  hands  of  pupils,  for  fear  that  doing  so  will  rob  the  third  prin¬ 
ciple  of  the  Dalton  Plan  (budgeting  of  time)  of  its  function.  As  a 
pupil  learns  to  budget  his  time  to  better  advantage,  a  job  can  often 
be  done  in  less  than  60  hours,  and  a  new  job  be  undertaken  imme¬ 
diately.  This  means  that  a  bright  pupil  will  save  time  on  his  whole 
job.  Thus,  in  a  year,  he  can  do  more  than  the  regular  work  mapped 
out  for  a  grade.  A  pupil  might,  for  instance,  be  able  to  do  a  particu¬ 
lar  week’s  work  in  mathematics  in  70  minutes,  and,  as  compared  to 
the  time-set,  have  80  minutes  additional  for  some  difficult  subject, 
like  history.  He  then  would  be  permitted  125  minutes  for  history 
if  he  desired ;  whereas  otherwise  he  would  have  been  permitted 
only  45.  Time  saved  on  one  subject  may  be  used  for  another  subject 
or  used  in  getting  ahead  more  quickly. 

Laboratories,  or  subject  work-shops,  are  established  for  each  sub¬ 
ject,  but  in  the  separate  laboratories  pupils  spend  only  the  time  ne¬ 
cessary  to  accomplish  an  assignment  of  work.  Each  pupil  has  a  job 
card  to  measure  his  progress;  he  can  see  at  a  glance  just  where  he 
stands  on  the  whole  job.  A  special  pupil  time-chart  is  provided  for 
older  pupils  so  that  they  can  record  how  they  as  individuals  are 
using  their  time. 

When  the  Dalton  Plan  is  applied  to  an  entire  school,  the  high- 
school  subject  laboratories  are  considered  as  one  unit,  and  the  ele- 
(mentary  school  as  another  unit.  The  plan  of  work,  and  the  organiz- 
tation  of  the  school  with  its  new  procedure,  in  reality  extends  the 
province  of  the  junior  high  school  so  as  to  include  the  fourth  grade. 
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When  any  division  of  the  school  has  more  than  250  pupils — say, 
j'for  instance,  that  the  elementary  school  (IV-VIII)  has  1250  pupils — 
:we  establish  five  sets  of  laboratories  for  each  subject. 

To  insure  community  living  and  mingling,  we  group  pupils  ac¬ 
cording  to  a  cross-section  division  plan,  as  is  indicated  in  the  ac¬ 
companying  scheme  for  1250  pupils. 


Laboratory  Distribution  for  1250  Pupils 
“A”  “B”  “C”  “D”  “E” 

Grade  Laboratories  Laboratories  Laboratories  Laboratories  Laboratories 


4th 

5th 

6th 

7th 

8th 

50  Pupils 
50  “ 

50  “ 

50  “ 

50  “ 

50  Pupils 
50  “ 

50  “ 

50  “ 

50  “ 

50  Pupils 
50  “ 

50  “ 

50  “ 

'50  “ 

50  Pupils 
50  “ 

50  “ 

50  “ 

50  “ 

50  Pupils 
50  “ 

50  “ 

50  “ 

50  “ 

Total 

250  Pupils 
in 

Group  “A” 

250  Pupils 
in 

Group  “B” 

250  Pupils 
in 

Group  “C” 

250  Pupils 
in 

Group  “D” 

250  Pupils 
in 

Group  “E” 

This  table  indicates  that  the  1250  elementary  pupils,  which  would 
ordinarily  constitute  five  4th  grades,  five  5th  grades,  five  6th  grades, 
five  7th  grades,  and  five  8th  grades,  or  25  grades  with  25  teachers, 
would,  under  the  Dalton  Plan,  be  reclassified  so  that  in  each  cross- 
section  unit  of  250,  we  should  keep  for  each  community  group,  one 
4th  grade,  one  5th  grade,  one  6th  grade,  one  7th  grade,  and  one  8th 
grade  (five  grades  and  five  teachers) .  In  order  to  have  pupils  going 
consistently  to  the  same  laboratories,  we  have  all  of  the  “A”  Group 
go  to  “A”  Laboratories,  “B”  Group  to  “B”  Laboratories,  etc.  There 
would  be  five  laboratories  for  each  group.  In  the  “A”  Group  there 
would  be,  for  instance,  an  A  Science  or  Nature  Laboratory,  an  A 
Mathematics  Laboratory,  an  A  English  Laboratory  and  either  two 
A  Social  Science  Laboratories  or  an  A  History  Laboratory  and  an  A 
Geography  Laboratory.  Just  as  five  grades  in  the  usual  grade 
school  need  five  teachers,  the  Dalton  Plan  would  use  five  teachers 
for  the  five  laboratories  in  each  unit. 

We  consider  250  pupils  the  maximum  for  a  division.  Anything 
below  is  treated  in  ths  same  fashion.  If,  for  instance,  250  pupils  was 
the  enrollment  of  the  elementary  school,  there  would  be  five  labora¬ 
tories  and  five  teachers ;  if  500,  there  would  be  10  with  10  teachers, 
etc.  In  my  own  school,  the  “Children’s  University,”  because  we  have 
put  art  and  music  and  dramatics  on  the  same  basis  as  other  sub- 
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jects,  we  have  nine  laboratories,  i.  e.,  laboratories  for  art,  music,  a 
theatre,  English,  science,  French,  and  two  for  social  science  (history 
and  geography  combined),  as  well  as  a  library.  This,  of  course, 
gives  a  very  broad  and  cultural  curriculum. 

The  pupils  remain  in  grades  and  have  their  grade  jobs;  they  go 
from  laboratory  to  laboratory  according  to  their  interests  and  needs, 
and  without  asking  permission,  during  the  laboratory  time;  and 
they  are  free  to  choose  and  plan  within  the  limits  of  the  job.  These 
jobs  depend  upon  a  child’s  capacity  and  rank.  There  is  but  one  re¬ 
striction  to  a  pupil’s  freedom.  If  he  does  the  20  units  of  history  re¬ 
quired  by  his  job,  he  cannot  go  on  in  the  subject,  history,  until  he 
has  completed  his  20  units  of  geography,  his  20  units  of  mathe¬ 
matics,  etc. — or,  in  other  words,  until  all  of  “Job  1”  is  completed. 
Then  he  may  proceed  with  Job  II,  unhandicapped.  This  is  very  im¬ 
portant,  because  an  uninstructed  pupil  cannot  wisely  organize  and 
budget  time.  All  of  a  single  grade  get  together  with  an  “Organiza¬ 
tion  Advisor,”  the  same  one,  at  the  same  time  each  morning.  Pu¬ 
pils  report  their  progress,  make  their  individual  time  tables  for  the 
day ,  and  study  the  problem  of  how  to  reconcile  any  shortages  in  their 
unit  scores.  A  pupil  carrying  five  subjects,  has  a  “work  norm”  of 
five  units,  and  should  do  five  units  each  day.  If  a  pupil  fails  to  get 
this  norm,  perhaps  when  he  is  doing  his  most  difficult  subjects,  he 
is  taught  to  swing  into  an  easier  subject  next  day  so  that  he  can 
do  more.  This  helps  him  to  get  ahead  or  to  break  even  and  thus  rec¬ 
oncile  any  shortage. 

During  laboratory  time,  pupils  are  encouraged  to  work  together 
in  grade  groups  according  to  the  demand  or  through  the  medium  of 
the  assignment.  If,  for  instance,  a  fourth-grade  pupil  entered  a 
laboratory,  while  there,  unless  he  was  confronted  with  a  special 
piece  of  work  which  could  only  be  done  by  working  alone,  he  must 
work  in  that  part  of  the  room  set  aside  for  his  grade.  This  grouping 
encourages  discussion  and  debate,  and  gives  a  line  of  direction  to 
conversation  which  might  be  promiscuous  if  the  pupils  had  nothing 
in  common.  Before  pupils  leave  a  laboratory,  they  record  their 
progress  on  their  individual  job  graphs,  also  on  the  instructor’s 
graph,  which  is  to  be  considered  a  class  progress  graph.  The  class 
progress  graphs  show  an  instructor  where  each  individual  of  a 
class  is  in  his  work  at  any  time. 
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The  last  half-hour  of  the  morning  (forty  minutes  in  some  schools) 
is  designated  as  “conference  time.”  The  pupils  who  met  at  “or¬ 
ganization  time”  now  meet  again  for  a  conference — that  is,  they 
confer  together  over  a  specified  part  of  the  job,  according  to  a 
posted  conference  schedule.  Monday  a  grade  may  meet  in  geography, 
Tuesday  in  history,  Wednesday  in  English,  Thursday  in  science,  and 
Friday  in  mathematics.  During  this  time,  debates,  reviews,  reports, 
etc.,  are  given— anything  which  relates  to  the  subject  for  which  the 
pupils  are  called  in  conference. 

These  conferences,  coming  once  a  week  as  they  do,  are  not  consid¬ 
ered  as  a  time  for  presenting  new  material.  They  are  too  infrequent 
for  that  purpose.  Presentations  of  new  material  are  scheduled  on  a 

Presentation  Bulletin  Board,”  and  are  at  the  call  of  the  teachers, 
who  schedule  special  calls  or  classes  in  accordance  with  the  progress 
and  need  of  individuals  or  groups.  These  appointments  are  classified 
and  posted  under  grade  headings.  They  are  posted  in  the  morning 
before  the  pupils  arrive,  so  that,  upon  arrival,  each  pupil  makes  a 
daily  memorandum  of  the  engagements  he  is  to  have  with  his  in¬ 
structors.  He  takes  these  interruptions  into  account  at  organization 
time  when  planning  his  day.  In  this  way,  a  teacher  may  call  together 
several  individuals,  or  an  entire  class,  as  often  as  necessary,  as  de¬ 
termined  by  the  need  of  a  subject.  Here  the  only  restriction  is  that 
there  shall  be  no  more  than  two  “special  presentation  conferences” 
scheduled  for  any  single  grade  in  the  course  of  a  morning,  and  that 
the  first  notice  posted  shall  have  preference.  This  may  make  it  neces¬ 
sary  for  a  second  instructor  to  change  the  hour  of  his  appointment. 
Whenever  an  entire  class  is  called,  a  sign  is  put  on  the  laboratory 
door  saying:  “This  laboratory  is  closed.”  All  others  than  the  class 
called  are  expected  to  “stay  out.”  This  is  to  avoid  interruptions. 
When  small  groups  are  called,  the  laboratory  remains  “open”  to 
capacity.  To  avoid  crowding,  a  capacity  limit  is  set  for  each 
laboratory,  i.  e.,  a  number  indicating  capacity  is  posted  on  the  door. 
If  an  instructor  desires  to  take  some  grade  on  an  excursion  to  a  mu¬ 
seum  or  industrial  plant,  lasting  an  entire  morning,  a  notice  is 
posted  for  that  grade,  telling  the  time,  the  meeting  place,  etc.  The 
instructor  puts  up  the  “Closed  Laboratory”  sign  and  is  off  with  the 
pupils. 

The  plan  combines  class  work,  spontaneous  group  work,  and  in- 
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dividual  work,  but  above  all  it  is  designed  to  give  pupils  a  training 
in  handling  a  job,  to  teach  a  pupil  to  manage  time  and  to  plan  his 
work;  and  at  each  step  of  the  way  take  himself  and  his  needs  into 
account  in  order  to  assure  individual  development  at  each  point. 

Dr.  Karl  F.  Muenzinger  of  Colorado  University,  says: 

If,  in  teaching  according  to  the  Dalton  Plan,  there  are  to  be  no  more 
class  periods;  if  the  student  may  spend  as  much  time  in  the  geography 
laboratory  as  he  pleases  before  he  decides  for  himself  to  go  to  the  science 
laboratory;  if  he  can  start  this  morning  with  history  and  to-morrow 
with  French  as  his  interest  directs  him — where  will  such  unheard  of 
independence  get  him  to?  Does  not  such  a  plan  make  study  a  prey  of  the 
variable  moods  and  whims  of  the  youth  who  should  be  guided  wisely  and 
firmly?  This  danger  is  more  apparent  than  real  since  the  Dalton  Plan 
matches  such  a  freedom  with  a  greater  definiteness  as  regards  the  sub¬ 
ject  matter  than  can  be  found  in  the  usual  school  curriculum.  The  ‘units’ 
and  ‘job’  of  the  Dalton  Plan  remind  one  very  strongly  of  the  task  sys¬ 
tem  of  scientific  management.  Just  as  the  industrial  engineer  has  to 
study  and  analyze  the  work  and  the  worker,  and  construct  such  tasks 
as  will  make  a  good  day’s  work,’  so  the  teacher  under  the  new  plan  has 
to  study  and  analyze  the  subject  and  student,  and  prepare  ‘units,’  a 
required  number  of  which  will  make  a  week’s  or  a  month’s  work. 

The  definiteness  of  such  a  task,  or  unit,  enables  the  student  to  envis¬ 
age  his  problem,  and  to  know  how  fast  he  is  progressing  in  his  work. 
Unlike  the  worker  under  scientific  management,  however,  he  is  not  told 
to  do  this  particular  job  and  no  other,  but  he  is  allowed  to  choose  which 
job  he  may  tackle  this  morning  and  to  solve  as  much  or  as  little  of  it  as 
he  wants,  only — all  the  jobs  for  the  month  must  be  completed  before  he 
can  start  next  month’s  work.  When  he  starts  to  work  on  a  chosen  sub¬ 
ject  he  has  a  definite  ‘set’  towards  his  problem,  the  importance  of 
which  for  the  learning  process  cannot  be  overestimated,  and  this  atti¬ 
tude  has  been  brought  about  under  the  best  possible  conditions.  It  is  not 
the  result  of  the  ringing  of  a  bell  and  a  change  of  classrooms  (how  could 
we  ever  think  this  would  turn  the  trick?),  but  it  is  the  result  of  the 
student’s  own  choice,  determined  by  his  desires  and  interests,  on  the  one 
hand,  and  his  needs  as  he  himself  sees  them,  on  the  other  hand. 

“The  dangers  that  might  be  perceived  in  such  a  system  of  definite 
tasks  (units  and  jobs)  and  strong  incentives  (progress  charts)  are  offset 
by  the  freedom  in  the  choice  of  subjects  for  a  given  day.  It  is  in  this 
combination  of  definiteness  and  freedom  that  the  strength  of  the  Dalton 
Plan  lies.  Under  a  properly  conducted  scientific  management  system,  each 
worker  becomes  his  own  efficiency  engineer;  he  studies  every  factor  that 
influences  his  production;  and  he  acquires  new  habits  and  drops  wasteful 
ones  so  as  to  increase  his  efficiency.  Under  the  Dalton  Plan,  where  free- 
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dom  and  definiteness  are  combined,  each  student  is  bound  to  study  his 
methods  and  analyze  his  progress  into  factors  that  hinder  or  further  it. 
ie  is  led  to  study  his  own  needs  and  possibilities,  and  to  acquire  the 
habits  of  work  that  are  adapted  to  himself  as  well  as  to  his  subjects. 
May  we  not  expect  that  he  will  find  out  much  that  will  supplement  the 
results  of  experimental  education?" 


III.  INDIVIDUAL  WORK  IN  THE  PRIMARY  GRADES:  AN 
ENGLISH  EXPERIMENT 

Working  independently,  not  knowing  of  Burk’s  work  or  any  other 
American  experiments,  and  beginning  in  1919  before  the  Dalton 
Plan  had  been  introduced  into  public  schools,  Jessie  Mackinder  has 
probably  gone  farther  in  individualizing  the  work  of  beginners  in 
school  than  has  any  other  person.  Space  limitations  have  prevented 
her  from  giving  more  than  a  glimpse  of  her  work  in  this  Yearbook; 
but  fortunately,  she  has  published  a  complete  account  of  it  in  book 
form  (see  bibliography).  The  wealth  of  materials  and  games  pre¬ 
pared  by  her  and  the  members  of  her  staff  have  made  individual 
self-instruction  possible  with  big  classes  (40  to  54)  of  little  children. 
Hers  is  one  of  the  most  important  contributions  to  fitting  public 
schools  to  individual  children. 


Individual  Work  in  an  Infants’  School 
By  Jessie  Mackinder 

Headmistress,  Marlborough  Infants’  School,  L.C.C.,  London,  England 


“The  Marlborough”  London  County  Council  Infants’  School  is 
attended  by  children  from  homes  which  vary  from  those  consisting 
of  one  room  for  the  entire  family  to  those  situated  in  blocks  of 
workmen’s  dwellings  where  three  or  four  rooms  are  provided  for 
one  family.  The  children’s  difficulties  are  created  more  by  poverty 
of  experience  than  by  lack  of  money. 

Children  from  the  poorest  or  the  most  overcrowded  homes  are 
admitted  at  three  years  of  age  to  the  nursery  class.  In  this  class  no 
instruction  in  the  “three  R’s”  is  attempted,  but  individual  work  is 
begun. 

The  babies  are  taught  to  help  themselves  to  any  one  of  the  many 
“games”  which  are  based  on  sorting  by  color,  shape  or  size;  on 
pairing,  by  color,  shape;  or,  in  the  case  of  pictures,  by  examination 
of  the  subject. 

These  “games”  are  hung  round  the  classroom.  The  babies  may 
take  any  one.  The  rules  are:  (1)  No  child  may  take  a  game  from 
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mother  child;  (2)  The  game  which  is  being  used  by  any  child 
mst  be  hung  up  before  that  child  takes  another  game. 

The  babies  sit  in  chairs  at  small  tables  which  accommodate  four 
children.  The  teacher  passes  around  showing  children  how  to  play 

he  games  they  have  chosen,  but  she  does  not,  in  any  way,  interfere 
with  their  choice. 

These  occupations  interest  the  three-year-olds  for  about  1%  hours 
m  the  first  part  of  the  forenoon.  They  then  have  physical  exercises 
m  the  playground,  when  they  run  races  or  play  follow-the-leader  or 
similar  games  where  each  child,  though  a  member  of  a  group,  is 
doing  his  part  as  an  individual. 

The  rest  of  the  morning  is  occupied  in  class  work,  such  as  sing- 
ing,  learning  to  talk,  and  rhythmic  work. 

The  afternoon  is  spent  in  sleep.  Each  baby  places  himself  or  her¬ 
self  in  his  cot  on  entering  school  and  the  majority  fall  asleep  within 
fifteen  minutes.  They  sleep  from  an  hour  to  an  hour  and  a  half.  They 
then  fold  up  their  cots  and  go  home. 

The  children  from  less  crowded  homes  are  admitted  to  the  school 
when  from  4  years,  6  months,  to  about  5  years,  3  months,  of  age. 

Sense  training  occupations  are  provided  for  these  children  similar 
to  those  described  for  the  babies’  use,  but  these  older  children  are 
not  long  attracted  by  such  games. 

Letters  and  a  “sound  frieze”  9  are  provided,-  by  which  the  children 
can  discover  the  sounds  of  the  letters  of  the  alphabet.  When  a  child 
has  discovered  the  sound  of  a  letter,  he  brings  the  letter  to  the 
teacher,  tells  her  the  sound,  replaces  the  letter,  and  proceeds  to  dis¬ 
cover  the  sound  of  another  letter. 

When  this  becomes  easy  to  him,  he  writes  the  letter  after  he  has 
discovered  the  sound  and  says  the  sound  as  he  points  to  his  own 
wntmg  In  this  grade,  then,  some  children  will  be  seen  walking 
round  the  room  examining  the  frieze;  some  will  be  writing  letters 
on  their  small  boards,  in  chalk;  some  will  be  waiting  round  the 
teacher  until  their  turn  comes  to  say  the  sound  just  discovered;  and 
<ome  will  be  using  the  sense  training  games. 

These  individual  occupations  usually  hold  the  children’s  interest 
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for  about  70  minutes.  The  remainder  of  the  morning  session  is 
spent  in  group  work,  such  as  story  telling,  singing,  ring  games, 
and  language  lessons. 

The  afternoons,  in  this  class,  are  a  compromise.  Those  children 
who,  in  the  nursery  class,  formed  the  sleep  habit  still  wish  to  sleep. 
Those  children  who  joined  school  too  late  to  be  placed  in  the  babies’ 
class  have  a  very  great  objection  to  lying  down,  without  a  job,  in  the 
afternoon.  So  they  are  allowed  to  occupy  themselves  as  they  wish, 
either  with  ordinary  toys  or  the  material  used  in  the  morning,  until 
they  become  sleepy.  When  they  wish  to  sleep,  they  do  so. 

One  teacher  recently  joined  the  staff  who  thought  the  learning  of 
sounds  of  letters  was  too  great  a  task  for  children  round  about  5 
years  of  age,  in  the  afternoons.  She  locked  up  the  letters  in  the 
afternoons  and  left  only  the  rest  of  the  material  available.  She  was 
iorced  to  produce  the  letters  because  some  of  her  children  wept  for 
them  and  refused  to  look  at  anything  else. 

John  is  nearly  five.  He  learned  all  the  consonants  and  the  five  short 
vowel  sounds  in  ten  days,  entirely  without  help.  John  is  very  well 
developed.  Peggy  is  six  months  older,  but  very  small.  These  two  sat 
beside  each  other.  The  teacher  suggested  that  now  John  might  write  his 
letters.  He  said  he  could  not.  His  teacher  said:  “What  a  funny  thing! 
Peggy  is  much  smaller  and  she  can  write!”  John  measured  Peggy  and 
found  her  head  just  reached  his  shoulder.  He  sat  down  and  watched  her 
writing.  He  then  wrote  the  letters  she  wrote  and,  without  any  word, 
just  held  up  his  board  for  the  teacher  to  see. 

John  next  found  three  letter  nouns,  on  boards,  each  one  with  the  pic¬ 
ture  of  the  thing  named  on  the  back  of  the  board.  By  saying  the  sounds 
of  the  letters,  and  looking  at  the  picture  on  a  board,  he  realized  that 
these  three  sounds  together  made  the  name  of  the  thing  pictured.  So 
he  learned  to  ‘build’  words  from  sounds,  using  50  of  these  three-letter 
words  for  this  purpose.  The  children  find  out  these  words,  unite  them, 
and  say  them  to  the  teacher  as  they  did  with  letters. 

The  next  step  is  the  conquest  of  the  irregular  small  words  so  con¬ 
stantly  used  in  the  simplest  sentences,  e.  g.,  do,  so,  to,  the,  are,  and 
in  which  the  letters  have  sounds  which  are  not  yet  familiar  to  the 
child. 

These  tiresome  words  are  written  in  twos  or  threes  on  differently 
colored  cards.  The  teacher  tells  the  child  the  words.  When  he  can 
remember  those  on  the  blue  card,  he  may  take  a  red  card  or  a  yellow 
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card.  He  has  a  new  card  just  as  soon  as  he  memorizes  the  words  on 
the  card  in  his  possession. 

His  next  step  is  the  reading  of  simple  sentences,  using  the  wordr 
already  learned. 

He  then  may  have  a  reading  book.  In  his  book  he  keeps  a  card 
The  teacher  writes  on  the  card  the  number  of  the  first  page.  The 
child  alone  prepares  this  page  for  reading  alone  to  the  teacher. 
When  he  can  read  that  page,  it  is  marked  off  on  his  card  and  he 
prepares  the  next  page.  When  he  has  so  prepared  and  read  to  his 
teacher  every  page  of  this  book,  he  has  a  more  difficult  one  wherein 
e  meets  the  36  most  common  phonograms,  ea,  oa,  er,  ir,  etc. 

He  teaches  himself  these  phonograms  (as  he  taught  himself  the 
sounds  of  letters)  by  the  use  of  phonogram  boards,  and  works 
through  this  second  book,  keeping  his  own  record  of  progress,  as 
he  did  with  book  one.10 


In  this  way  he  masters  the  merely  mechanical  art  of  reading  or 
rather,  of  recognizing  words.  This  is  not  “reading”  in  the  proper 
sense  of  that  term.  Fluency  in  reading,  interest  in  the  subject 
matter  and  ability  to  remember  what  is  read  are  obtained  by  the 
childs  reading,  independently,  and  to  himself,  a  large  number  of 
very  simple  story  books.  Such  books  are  in  thq  classroom  for  the 
children  s  use  whenever  they  wish  to  do  such  reading.  The  class 
teacher  does  not  hear  the  children  read  from  these  books 

No  child  receives  any  teaching  in  reading  along  with  any  other 
child.  He  proceeds  to  the  next  higher  stage  when  he  has  completed 
the  work  of  the  previous  one. 

It  often  happens  that  amongst  children  who  started  school  in  the 
same  class  and  at  the  same  time  there  are  some  still  learning  letter 
sounds  while  others  are  reading  simple  tales. 

The  learning  of  spellings,  the  construction  of  sentences  and 
writing  answers  to  questions  on  information  gained  by  independent 
read,„g  are  all  graded,  and  each  grade  of  work  is  acc„mp“by 

Th  I'-t  ^  mdependent|y  °f  other  child  in  the  class 

The  children  learn  figures  and  number  groups  by  identifying 

^vonsymbols  w,th  those  on  a  figure  indicator  and,  from  this  stage 
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proceed  from  stage  to  stage  of  the  arithmetic  syllabus  as  they  are 
ready  for  progress.  In  arithmetic,  the  working  of  a  new  process 
with  the  concrete  material  is  shown  to  a  group  of  children.  They  are 
then  left  to  work  many  examples  until,  having  grasped  the  under¬ 
lying  principle,  they  discard  the  apparatus  in  their  own  time. 

There  is  a  time  on  the  time-table  of  the  school  marked  “Indi¬ 
vidual  Work  in  the  Three  R’s.”  During  this  time  the  child  may  work 
at  reading,  arithmetic,  spelling,  composition,  or  may  merely  read 
for  the  pleasure  of  reading  stories.  He  is  gradually  trained  to  do 
some  work  in  each  subject  each  morning,  but  he  does  work  of  his 
own  choice.  The  class  teacher  keeps  a  record  of  his  progress  from 
grade  to  grade,  in  each  subject,  and  occasionally  tests  back  work. 

This  individual  work  goes  on  from  9  to  10:40  A.  M.  There  is 
then  an  interval  of  20  minutes  for  play.  From  11:00  to  12:00  the 
class  does  group  work,  in  the  form  of  singing  lessons,  physical  exer¬ 
cises,  or  scripture  lessons. 

In  the  afternoons  the  children  from  6  to  7  years  of  age  have  in¬ 
dividual  work  from  2:05  to  2:30,  whilst  the  teacher  attends  to  any 
child  who  has  been  passed  over  in  the  morning  and  needs  attention. 
The  rest  of  the  afternoon  is  spent  in  group  handwork,  stories, 
games,  or  lantern  talks  on  history  or  geography. 


IV.  INDIVIDUAL  WORK  IN  LOS  ANGELES 

On  the  opposite  side  of  the  world,  and  beginning  a  little  later  than 
Miss  Mackinder,  A.  H.  Sutherland,  then  Director  of  the  Bureau  of 
Research  in  the  Los  Angeles  public  schools,  worked  into  individual 
instruction  through  intensive  study  of  the  causes  of  maladjust¬ 
ment.  His  materials  and  methods  as  applied  to  adjustment  rooms 
were  purely  individual.  They  produced  such  remarkable  results  that 
they  were  tried  in  an  entire  elementary  school  in  Los  Angeles.  Dr. 
Sutherland  describes  here  his  work  in  the  adjustment  rooms,  then 
lets  the  principal  of  the  Sixty-First  Street  school  tell  her  own  story 
of  the  success  of  his  methods  in  a  school  full  of  normal  children. 


1.  Individual  Work  in  Los  Angeles  Adjustment  Rooms 
By  A.  H.  Sutherland 


In  September,  1917,  psychological  research  work  began  in  the  un¬ 
graded  rooms  of  Los  Angeles.  Binet  tests  were  somewhat  familiar 
to  the  teachers,  but  the  results  were  often  not  accepted.  Group  in¬ 
telligence  and  educational  tests  were  practically  unknown.  The  pre¬ 
liminary  problem  was  one  of  ‘selling’  the  testing  and  follow-up  pro¬ 
gram.  After  the  tests  were  given  and  computed,  it  was  necessary  to 
show  that  something  could  be  done,  by  reorganizing  old  methods  or 
instituting  new  methods,  to  enable  the  child  to  bring  his  level  of 
achievement  up  to  that  of  others  of  his  age  and  grade. 

A  division  of  the  general  problem  seemed  advisable.  There  were, 
then,  the  sub-problems  of  the  establishment  of  a  definite  purpose 
for  the  ungraded  room,  the  establishment  of  adequate  methods  of 
determining  the  nature  of  difficulty  the  child  was  having,  the  train¬ 
ing  of  teachers  and  principals,  the  reduction  of  teacher  load  or  the 
substitution  of  a  different  type  of  load,  the  specification  of  just  the 
types  of  materials  to  suit  particular  findings  to  be  used  as  exercises 
for  self-development  on  the  part  of  the  child,  the  establishment  of 
standards  by  which  child  and  teacher  should  know  when  the  un¬ 
graded  room  had  accomplished  its  purpose,  the  outlining  of  definite 
relations  between  ungraded  room  and  grades,  and  the  setting  up 
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of  administrative  relations  with  the  school  as  a  whole  and  its  sys¬ 
tem  of  organization  and  with  the  curriculum. 

Since  teachers  do  not  teach  by  precepts  acquired  by  them  in  the 
normal  school,  but  rather— very  much  rather— by  that  emotional 
state  which  carries  them  through  their  conversations  outside  of 
school,  the  value  of  the  preceptual  instruction  of  the  normal  school 
has  long  been  held  in  low  esteem.  As  a  means  of  giving  first-hand 
information  to  the  teacher  as  to  the  nature  of  a  child’s  mental  proc¬ 
esses  with  which  she  was  to  deal,  a  number  of  teachers  were 
urged  to  enter  classes  in  “Learning.”  To  get  the  ‘feel  of  learning’ 
is  to  get  something  which  enables  the  teacher  to  put  herself  in  the 
shoes  of  the  child,  and  evaluate  a  task  from  his  standpoint.  Teach¬ 
ers  uniformly  believed  in  the  courses  given  and  found  them  helpful. 
Courses  in  the  technique  of  giving  tests,  with  the  understanding 
that  a  test  is  a  cross  section  of  some  learning  process,  were  also 
eagerly  sought. 

The  make-up  of  materials  to  enable  the  teacher  to  help  the  child 
increase  that  particular  ability  which  seemed  to  be  underdeveloped 
required  a  study  of  the  present  curriculum.  The  question  under¬ 
taken  was  not:  “How  shall  we  make  an  ideal  curriculum?”  but 
rather:  (“How  can  we  prepare  a  curriculum  which  will  most  rapidly 
and  most  successfully  enable  a  child  to  fit  into  the  school  system?” 

The  purpose  of  the  ungraded  room  was  held  to  be  “mental  hy¬ 
giene.  i  he  child  was  to  go  into  such  a  room  for  a  definite  educa¬ 
tional  purpose,  remain  there  until  the  purpose  was  accomplished, 
and  immediately  be  transferred  again  to  his  regular  grade.  The 
child’s  need  was  to  be  determined  by  standardized  tests.  It  was 
also  necessary  to  distinguish  between  “recoverable”  and  “irrecov¬ 
erable”  cases,  i.  e.,  between  normal  and  feeble-minded. 

The  teacher’s  load  was  reduced ;  first,  by  preparing  the  materials 
for  her  so  that  night  work  and  after-school  work  was  reduced  to  a 
minimum ;  and  second,  by  reducing  the  spread  of  pupils  by  selecting 
for  “Upper  Adjustment”  rooms  those  pupils  who  needed  help  in 
work  of  the  fourth-  to  the  sixth-grade  levels;  and  for  “Primary 
Adjustment”  rooms  those  pupils  needing  work  of  the  first-  to  the 
third-grade  levels. 

Tests  were  worked  out  to  cover  the  practice  materials  and  the 
mental  abilities  which  are  required  to  handle  those  materials.  These 
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are  unstandardized  and  have  constantly  been  changed  by  vote  of 
the  teachers  as  they  follow  their  pupils  who  have  been  transferred 
back  to  a  grade.  These  tests  are  beyond  the  level  of  difficulty  which 
the  pupil  of  the  corresponding  grade  can  successfully  pass.  Tenta¬ 
tive  efforts  to  standardize  them  have  shown  that  less  than  five  per¬ 
cent  can  make  a  creditable  record.  Yet  every  pupil  in  an  adjustment 
100m  must  pass  those  tests  i*i  order  to  work  his  way  out  of  the  ad¬ 
justment  room  into  the  grade. 

The  administrative  relations  have  been  somewhat  difficult  to  work 
out,  since  so  many  principals  find  little  time  in  which  to  examine 
individual  children.  It  is  easier  to  read  their  transfer  cards  and 
dispose  of  each  case  by  ‘shooing’  him  into  a  grade  seat.  With  the 
growth  of  the  counselor  movement,  however,  this  difficulty  has  par¬ 
tially  been  solved  in  schools  that  can  be  reached  by  counselor  ser¬ 
vice.11 

The  result  of  the  general  program  has  been  the  establishment  of 
a  large  number  of  special  rooms  through  which  the  pupils  flow  in 
a  constant  stream  and  in  which  they  work  out  their  own  difficulties 
before  returning  to  their  grades.  In  response  to  a  persistent  de¬ 
mand,  the  same  method  of  handling  pupils  has  been  applied  to  one 
entire  elementary  school  which  is  described  in  what  follows. 


2.  Individual  Work  in  the  Sixty-First  Street  School 
By  Mrs.  Margaret  Smith 

Principal  of  the  Sixty-First  Street  School,  Los  Angeles,  California 


The  individual  education  method  was  introduced  into  the  regular 
classrooms  in  November,  1921.  About  350  children  are  now  working 
under  this  method.  The  children  enter  the  work  in  the  third  grade 
and  continue  through  the  sixth.  So  far,  approximately  200  children 


11  In  1924,  21  elementary-school  teachers  and  5  hitrh-schonl 
have  been  released  from  classroom  duties  and  after snwdnl  +?„«  ■ 
spend  their  time  m  giving  group  tests  throughout  a  school  us W  tlS 
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have  been  sent  to  the  junior  high  school.  These  have  received  very 
favorable  reports.  Even  those  who  do  not  have  special  ability  in 
school  work  are  reported  as  being  independent  students. 

Every  pupil  in  the  grades  is  given  various  standardized  achieve¬ 
ment  tests  and  participates  in  a  group  intelligence  test.  These  place 
him  as  to  group  and  as  to  type  at  work  he  needs  in  each  subject. 

After  a  child  is  tested,  his  progress  card  shows  him  just  what 
he  is  to  do  in  each  subject  at  a  given  time  until  he  has  proved  his 
strength  or  weakness. 

In  the  upper  grades  a  child  is  allowed  to  make  his  own  progress, 
giving  the  major  portion  of  his  time  to  the  subject  in  which  he  is 
weakest.  He  selects  his  materials  and  works  by  himself.  If  he  comes 
to  an  insurmountable  difficulty,  he  asks  his  neighbor  to  help  him, 
as  in  any  social  order.  If  the  neighbor  is  unable  to  help,  he  takes 
his  difficulty  to  the  authority,  the  teacher.  After  she  has  straight¬ 
ened  out  his  manner  of  attack,  he  returns  to  work  alone. 

When  he  has  finished  the  level  or  when  he  finds  the  work  too 
easy,  he  asks  for  a  test  in  that  subject.  If  he  passes  it,  he  takes  up 
the  work  of  the  next  level :  if  he  does  not  pass  it,  he  puts  more  time 
on  the  work  before  asking  for  another  test. 

The  social  group  consciousness  is  highly  developed  in  this  method 
of  instruction.  First  in  his  dependence  upon  his  neighbor  for  help 
in  timing,  in  pronouncing  of  words,  in  correcting  written  expres¬ 
sion  exercises;  later  in  consideration  for  his  neighbor  during  tests. 
When  a  number  are  taking  time  tests,  all  the  other  children  are  as 
quiet  as  possible,  tip-toeing  when  it  is  necessary  to  leave  their 
seats,  and  discontinuing  all  whispering  in  connection  with  work — 
all  of  this  without  suggestion  from  the  teacher.  Even  the  little 
B3’s  sense  the  significance  of  quiet  while  their  neighbor  is  trying 
to  concentrate  on  a  critical  piece  of  work.  As  soon,  however,  as  the 
teacher  calls  time,  there  is  a  hum  of  work  again. 

There  is  much  more  satisfaction  to  the  principal  in  visiting  a 
room  where  individual  work  is  in  progress  than  in  visiting  one 
which  adheres  to  the  traditional  class  methods.  A  visit  does  not 
merely  note  a  brilliant  lesson  on  the  part  of  the  teacher  or  perfect 
order  because  of  the  presence  of  the  principal.  The  children  are 
perfectly  free  and  do  not  fear  criticism  because  of  moving  freely 
about  nor  because  of  talking  with  their  neighbors  concerning  their 
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work.  The  principal  must  understand  the  giving  of  educational, 
group  intelligence,  and  individual  intelligence  tests.  It  is  also  nec¬ 
essary  to  be  able  to  analyze  the  results  of  such  tests  and  to  know 
the  teachers  and  their  abilities,  so  as  to  judge  which  one  will  be 
able  to  understand  the  special  needs  of  each  child. 

When  a  new  child  enters  the  school,  he  is  given  the  placement 
tests  by  the  principal the  Courtis  tests  in  fundamentals,  if  he  is 
B4  or  above  (the  primary  tests  are  given  to  those  below),  the  Gray, 
Starch,  Woody-McCall  and  a  National  Group  Test.  The  results  of 
these  tests  are  analyzed  and  the  pupil  placed  in  the  room  doing  the 
group  work  of  his  grade.  If  he  is  below  that  grade  in  one  or  more 
subjects,  he  is  given  work  of  the  level  that  his  tests  indicate  and  is 
encouraged  to  catch  up  to  his  grade. 

The  principal  must  check  up  frequently  on  particular  children  so 
as  to  be  certain  that  her  judgment  of  the  child’s  requirements  and 
the  teacher  s  abilities  has  been  exact. 


Many  children  are  able  to  pass  the  comprehension  tests,  yet  are 
not  able  to  give  orally  to  others  the  things  they  have  learned.  In 
order  that  a  child  may  overcome  this  disability,  there  is  a  course 
in  oral  expression.  This  consists  of  reports  given  to  the  class.  Each 
child  gives  two  or  three  reports  during  the  term,  selecting  his¬ 
tory,  geography  or  current  event  topics  from  a  list  furnished  to 
the  class;  or  he  may  choose  his  own  topic.  Ample  time  is  given  for 
preparation.  He  may  do  all  of  the  work  outside  of  school  time,  get¬ 
ting  material  at  home  or  at  the  public  library.  If  he  has  his  other 
work  well  m  hand,  he  may  prepare  his  report  in  the  classroom.  He 
!S  to  be  the  judge,  a  ]ist  of  questi0ns  is  prepared  whereby  he  is 
able  to  test  his  ability  to  give  his  knowledge  to  others. 

There  are  certain  standards  of  performance  that  are  laid  down. 
After  the  report  and  questions  are  completed,  the  pupil  reads  these 
s  andards  to  the  class  and  the  members  vote  upon  his  ability  to 
meet  the  requirements. 


Th,s  method  develops  the  oral  abilities  and  causes  a  sensitive 
child  to  become  less  self-conscious.  He  takes  part  in  judging  the 
work  of  his  fellows  and  is  able  to  profit  by  the  judgment  of  his 
work  by  others.  The  evaluations  of  these  points  are  entirely  imper- 
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The  same  individual  development  and  group  consciousness  is  en¬ 
couraged  in  the  work  in  nature  study,  physical  training,  and  manual 
arts. 

Parents,  as  a  rule,  are  enthusiastic  about  the  system.  Many  have 
volunteered  the  fact  that  their  children  are  much  more  interested, 
others  that  their  children  are  much  less  nervous  than  under  the 
old  system.  Under  the  class  system,  slow,  normal  children  can  some¬ 
times  slip  through  the  grades  without  their  real  abilities  or  dis¬ 
abilities  being  discovered  until  they  reach  the  junior  high  school, 
but  these  children  are  discerned  in  the  individual  work  immediately. 
Of  course,  the  parents  of  such  children  sometimes  cannot  under¬ 
stand  their  children’s  disability  and  object  to  its  discovery,  but,  for 
the  most  part,  parents  appreciate  the  definiteness  of  the  teacher’s 
information  about  their  children  and  the  adaptation  of  the  school 
work  to  their  children’s  needs. 


V.  INDIVIDUALIZED  INSTRUCTION  IN  DETROIT 

The  slow,  steady  individualization  of  work  in  the  public  school 
system  of  a  large  city  is  best  illustrated  by  the  work  in  Detroit. 
Beginning  ten  years  ago,  these  schools  have  gradually  been  break¬ 
ing  the  lock-step.  Pending  complete  individualization,  they  have 
made  shift  with  ability  grouping. 

But  the  results  of  this  ability  grouping  have  convinced  Stuart 
Courtis  that  complete  individualization  of  certain  parts  of  school 

work  is  the  only  real  way  to  adjust  the  schools  to  individual  differ¬ 
ences. 


The  Development  of  Individualized  Instruction  At  Detroit 

By  Stuart  A.  Courtis 
Detroit  Teachers  College 


Detroit  for  many  years  has  been  officially  committed  to  a  policy 
of  individualization  of  mass  instruction  wherever  the  goal  of  in¬ 
structional  effort  is  the  development  of  individual  skill  in  control 
of  the  fundamental  tools. 

The  process  of  individualization  of  instruction  began  far  back 
in  the  past.  The  first  educational  tests  were  given  in  the  Detroit 
schools  in  1910  and  the  very  first  data  secured  made  clear  both  the 
inefficiency  of  mass  methods  and  the  need  for  adjustment  of  work 
to  individuals.  The  results  of  the  New  York  City  and  Boston  sur¬ 
veys  in  1912-13  were  decisive  in  their  influence.12  They  suggested 
that  the  unsatisfactory  conditions  observed  in  Detroit  were  uni¬ 
versal  (which  has  since  been  proved  to  be  the  case)  ;  also  that  the 
remedy  was  to  be  sought  in  devising  methods  of  adjusting  school 
work  to  individual  needs.  The  writer  had  already  begun  crude  ex¬ 
periments  in  this  direction  and  these  were  now  pushed  through  to 
completion.  His  standard  practice  tests  in  arithmetic  are  the  outcome 
of  those  experiments.  The  next  year  Assistant  Superintendent  Spain 
began  experimental  work  in  the  Detroit  public  schools  with  a  practice 
booklet  modeled  on  the  same  plan.  In  his  report  to  the  Superinten- 
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dent,13  Mr.  Spain  says :  “The  only  conclusion  to  be  drawn  from  these 
results  seems  to  be  that  improvement  in  arithmetic  must  be  brought 
about  through  some  device  that  will  reach  each  individual  and 
enable  him  to  progress  at  his  own  rate.”  These  early  experiments 
yielded  conclusive  evidence  of  the  value  of  the  new  principles,  al¬ 
though  many  of  the  data  have  long  since  been  lost  in  discarded 
files. 

In  1914  a  Bureau  of  Educational  Research  was  established  and 
the  writer  was  appointed  supervisor  in  charge,  to  introduce  his  in¬ 
dividualized  lessons  in  arithmetic  into  the  Detroit  schools,  and  to 
measure  and  improve  the  efficiency  of  teaching  in  the  other  school 
subjects.  The  drill  lessons  in  arithmetic  were  used  in  sixty  schools 
the  first  year. 

The  Detroit  standard  practice  tests  in  arithmetic  were  specific¬ 
ally  designed  to  enable  a  teacher  to  adjust  drill  work  in  arithmetic 
to  the  needs  of  her  individual  pupils.  They  consist  of  a  series  of 
exercises  in  the  four  operations  with  whole  numbers,  ranging  in 
content  from  use  of  simple  combinations  to  complex  operations. 
Each  lesson  involves  some  new  element,  as  bridging  the  tens,  con¬ 
trol  of  attention  span,  carrying,  etc.,  so  that  the  tests  are  diag¬ 
nostic.  Each  lesson  is  standardized  and  made  to  contain  enough 
material  of  its  type  to  permit  a  uniform  time  allowance  for  all 
lessons.  For  instance,  if  the  time  allowed  for  a  given  grade  is  four 
minutes  for  Lesson  1,  the  time  allowance  for  every  lesson  is  four 
minutes.  It  is  this  feature  which  makes  it  possible  completely  to  in¬ 
dividualize  progress  without  destroying  the  class  formation.  The 
first  day  the  entire  class,  however  large,  takes  the  first  lesson.  Only 
those  who  finish  all  examples  in  the  tests  in  the  time  allowed  and 
have  every  example  right  are  considered  to  have  passed  the  test. 
Thus,  growth  in  both  rate  and  accuracy  up  to  standard  is  assured 
in  those  who  pass  a  test  and  at  the  same  time  over-training  is 
guarded  against.  As  soon  as  a  child  finishes  a  lesson,  he  goes  on  at 
once  to  the  next.  If  he  fails,  it  is  proof  that  he  needs  to  study  until 
he  masters  the  element  of  difficulty  involved.  The  tests  are  con¬ 
structed  with  a  device  which  makes  correction  by  the  pupils  pos¬ 
sible.  As  the  routine  work  of  the  teacher  is  concerned  only  with 


13  Seventy-first  Annual  Report  of  the  Board  of  Education  of  the  City 
of  Detroit  for  the  year  ending  June  30,  1914. 
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timing  and  recording,  each  child  can  work  at  the  task  which  is  for 
him  the  critical  next  step  in  his  development.  He  can  progress  at 
his  own  rate  and  learn  in  his  own  way  without  in  the  least  disturb¬ 
ing  the  organization  of  the  class  as  a  whole.  To  the  casual  observer 
of  a  test  period,  it  might  seem  that  the  teacher  was  conducting  a 
mass  drill.  However,  closer  inspection  would  show  that  by  the  mid¬ 
dle  of  the  semester  the  children  may  be  working  on  20  or  30  differ¬ 
ent  lessons  and  that  the  work  is  really  completely  and  perfectly 
individualized. 

An  essential  element  in  the  correct  use  of  the  practice  tests  is  the 
transfer  of  responsibility  for  growth  from,  teacher  to  pupil.  Early 
experiments  proved  that,  in  drills  for  skill,  mere  repetition  without 
the  desire  and  purpose  to  improve  has  little  effect.  Accordingly, 
self-scoring  devices,  daily  individual  records,  and  graphs  were  used 
as  an  aid  to  motivation.  That  is,  the  children  were  taken  into  part¬ 
nership  and  put  in  charge  of  their  own  development.  Only  those 
papers  in  which  the  children  themselves  can  find  no  mistake  come  to 
the  teacher.  She  is  thus  relieved  of  a  vast  amount  of  drudgery  and 
set  free  for  remedial  work  with  individuals.  Moreover,  the  repeated 
failure  of  any  pupil  on  a  particular  lesson  is  warning  that  the  child 
needs  assistance  with  the  particular  element  of  difficulty  involved. 
The  tests  thus  act  as  selective  instruments  to  indicate  both  which 
children  need  assistance  and  the  nature  of  the  assistance  needed 
Experience  shows  that  where  children  really  take  charge  of  their 
own  development,  one  competent  teacher  can  minister  adequately 

to  the  needs  of  50  children,  yet  completely  individualize  her  instruc¬ 
tion. 


The  early  control  experiments  with  the  practice  tests  yielded  re¬ 
markable  results.14  Measured  in  terms  both  of  the  amount  of  gain 
and  of  the  number  of  children  gaining,  selected  teachers,  using  the 
practice  tests  as  they  were  designed  to  be  used,  secured  five  and 
six  times  the  conventional  gains.  However,  when  practice  tests  were 
used  by  teachers  on  a  large  scale,  the  results  proved  heartbreak 
ingly  disappointing.  Only  a  very  slight  increase  in  efficiency  could  be 
discovered  when  teachers  merely  used  the  test  cards  as  so  much 


14  Confirmed  by  other  investigators.  See  “An  t- 

by  D'  Mead’  Letter  °f  transmittal.  SchoS  EfflSe^Mono: 
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teacher-controlled  drill  material.  Thus,  although  the  experimental 
work  proved  that  individualization  was  to  be  desired,  the  imme¬ 
diate  problem  became  the  training  of  teachers  to  a  new  point  of 
view. 

As  an  aid  to  this  education  of  teachers,  a  special  form  of  record 
sheet  (see  illustration)  was  adopted  and  made  uniform  for  all  the 
routine  testing  of  the  city.  Class  scores,  instead  of  being  averages 
in  terms  of  examples  worked,  percents  of  accuracy,  etc.,  were  made 
indices  of  how  closely  children  approximated  the  standards  for  their 
grades.  The  record  sheet  was  divided  into  five  divisions.  The  scores 
in  each  division  are  printed  on  the  record  sheets.  As  the  teacher 
tabulates,  she  sees  at  once  where  the  individual  stands.  Those  who 
fall  in  Group  I  are  already  at  standard  and  can  be  excused  from 
drill  work  of  the  type  tested.  Those  who  fall  in  Group  II  arc  so 
near  standard  that  ordinary  daily  use  of  skill  in  applied  work  will 
supply  the  drill  needed.  They,  too,  can  be  excused  from  drill;  if 
given  the  drill  lessons,  they  will  finish  in  less  than  standard  time. 
Those  in  Group  III  are  average  children  in  need  of  thorough  drill. 
Those  in  Group  IV  need  an  extra  amount  of  drill,  while  those  in 
Group  V  are  so  far  behind  that  without  special  attention  they  are 
almost  certain  to  fail. 

The  record  sheet  as  a  whole  thus  presents  a  vivid  picture  of 
where  every  child  stands  in  relation  to  the  standard,  and  emphasizes 
individual  differences.  The  teacher’s  task  is  to  help  all  the  children 
leach  Group  I.  The  class  score  is  determined  by  the  percentage  of 
children  in  each  group.  These  are  given  arbitrary  weights  depend¬ 
ing  upon  the  task  to  be  accomplished.  When  every  child  is  up  to 
standard,  the  score  is  1000  points.  A  score  of  300  thus  means  that 
the  class  as  a  whole  has  only  30  percent  of  the  standard  develop¬ 
ment  desired. 

This  record  sheet,  adopted  in  1918,  has  been  a  very  great  aid  in 
developing,  in  both  teachers  and  children,  a  realization  of  the  dif¬ 
ferences  in  achievements  of  individuals  and  in  leading  to  appraisal 
of  individual  progress.  Much  teacher  initiation  in  temporary  group¬ 
ing  of  pupils  for  instructional  purposes  and  in  selective  treatment 
of  individuals  has  been  a  consequence.  There  has  been  a  great 
growth  in  the  use  of  individual  progress  graphs  and  of  many  dif¬ 
ferent  informal  methods  of  individualizing  instruction. 
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Thbstettoa 


Detroit  Public  Schools 

Department  of  Educational  Research 


Number 


Spelling  Dictation  Test,  Class  Record  .Sheet 

Duplicate:  To  be  returned  to  the  department 
SchooO^ _ 

pEamlner — ^  (vfflflA .......Group 

Date _ Z/jA/s.3  ^ 


Test  used:  Form  f~/ 


Special  conditions  affecting  the  results. 


Class  Score:  Points  this  testT^lfjT^Points  previous  test 
Results  Correct - Notice  of  mistakes  sent.. 


Results  checked  by. 


Scores 

Group 

I 

Children  of  Standard  Ability 

0  mistakes,  or  perfect  papers.., 

mi 

■  No. 

j  %  |  Points' 

33 

X 

10 

a  «  a 

Score* 

Group 

11 

Children  for  whom  regular  work  will  furnish  sufikieni 

.  drill 

/  V  V 

X 

9 

JZ  -  3 

ZV-3 

Scores 

Group 

Hi 

Children  in  need  of  thorough  drill 

*  fl  $ 

6/  *  «/ 

l  - 

/J 

X 

7 

ss.  7  & 

?/ 

Scores 

Group 

IV 

Children  who  need  special  attention  and  extra  drill 

i°  u)  ia 

*V  M  n 

12  15  is  / 

3 

3.0 

X 

4 

fa 

Scores 

Group 

V 

Children  for  whom  some  special  adjustment  of  work 

must  be  made 

Record  here  all  scores  larger  than  those  above,* 

T  , 

t 

7 

X 

0 

9  IS 

0 

/o' 

/r$ 

2*± 

Note:  12  means  12  words  misspelled* 
Rcocffd  her®  all  scores  changed  by  retesting 
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Since,  for  the  development  of  knowledge  and  skill,  the  use  of 
standardized  practice  test  material  completely  solves  all  problems 
of  dealing  with  differences  in  intelligence,  achievement,  and  rates 
of  growth,  and  yet  does  not  upset  the  conventional  class  organi¬ 
zation,  there  has  been  a  persistent  clamor  for  similar  materials  in 
other  subjects.  The  essential  features  of  the  practice  tests  in  arith¬ 
metic  described  above;  namely, 

(1)  unit  tasks,  each  dealing  with  one  new  element, 

(2)  standards  of  achievement  for  each  task, 

(3)  provision  for  self-directed  study, 

(4)  provision  for  self-appraisal  of  achievement  and 

growth, 

(5)  individual  progress  from  task  to  task  instead  of  term 

to  term, 

have  been  incorporated  into  all  materials  designed  to  aid  in  the  in¬ 
dividualization  of  instruction  in  the  Detroit  schools.  Therefore, 
only  brief  accounts  will  be  given  of  the  other  specific  materials  de¬ 
veloped.  In  each,  minor  modifications  have  been  made,  as  needed, 
to  adapt  the  principles  to  the  different  subject-matter  fields. 

In  the  field  of  vocational  education  the  unit  task  idea  has  been 
used  effectively  for  many  years.  In  drawing,  in  machine  and  wood¬ 
working  shops,  in  bookkeeping  and  typewriting,  in  sewing  and 
cooking,  activities  have  always  been  divided  into  unit  wholes  and 
some  provision  made  for  progress  at  varying  rates.  With  the  ad¬ 
vent  of  measurement  and  the  spread  of  the  ideals  and  principles  of 
individualization,  many  types  of  work  in  the  vocational  education 
department  have  become  more  completely  individualized  than  be¬ 
fore.  These  changes  consist  for  the  most  part  in  more  scientific 
preparation  of  lesson  sheets,  or  “job  sheets,”  greater  use  of  objec¬ 
tive  standards  and  tests  as  self-measuring  devices,  larger  use  of 
varying  individual  or  group  rates  of  progress. 

In  addition  to  the  formal  printed  materials  used  by  the  agencies 
listed  above,  there  are  innumerable  informal  adaptations  of  individ¬ 
ualized  instruction  to  be  found  in  the  daily  class  work  of  very 
many  teachers. 

During  September,  1924,  the  situation  in  Detroit  in  regard  to 
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the  formal  individualization  of  instruction  designed  to  develop  edi 
cational  skill  is  given  in  the  following  table: 


Subject 

Year 

Introduced 

Grades 

No.  of 
Children 

Name  of 
Material 

Arithmetic 
(4  operations 
with  whole 
numbers) 

1914 

3-8 

65,000 

Practice  tests  ii 
arithmetic 

Writing 

1918 

3-8 

70,000 

Practice  tests  in 
handwriting 

Reading 

1921 

1B-1A 

18,000 

Picture-Story 
reading  lessons 

Spelling 

1922 

1-3 

42,000 

Experi¬ 

mental 

Progressive  les¬ 
sons  in  spell¬ 
ing 

Language 

Usage 

1923 

5-8 

10,500 

Experi¬ 

mental 

Remedial  lessons 
in  punctuation 
and  capitaliza¬ 
tion 

Remedial  lessons 
in  grammatical 
forms 


How  far  future  development  of  practice  tests  will  go,  it  is  hard 
to  prophesy.  The  work  already  done  has  revealed  certain  difficul¬ 
ties  and  defects  and  suggested  desirable  modifications.  For  one 
thing,  it  is  apparent  that  an  ideal  course  of  study  would  consist  of 
two  parts:  (1)  a  series  of  social  projects  in  which  there  would  be 
need  for  the  use  of  fundamental  skills  in  meaningful  situations,  and 
(2)  a  series  of  self-instructive,  self-appraising  practice  exercises, 
so  closely  correlated  with  the  project  work  that  children  could  avail 
themselves  of  drill  exercises  as  they  became  conscious  of  the  need. 
The  danger  of  the  completely  organized  drill  system,  however  per¬ 
fectly  individualized,  is  that  both  teachers  and  children  will  come 
to  consider  skills  as  ends  in  themselves.  Under  such  conditions,  the 
transfer  value  of  the  skill  developed  is  small.  While  the  danger  is 
negligible  for  competent  teachers  who  neither  overemphasize  the 
drill  work,  nor  permit  the  use  of  drill  exercises  by  children  except 
in  response  to  a  felt  need,  it  is  a  very  real  danger  for  teachers 
without  vision.  In  many  ways  the  problem  is  not  “How  to  individ- 
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ualize  school  work?”  but  “How  to  secure  teachers  with  the  right 
points  of  view?”  On  the  other  hand,  the  unit-task  idea,  democrati¬ 
cally  administered  by  a  competent  teacher,  solves  very  many  of  the 
distressing  problems  caused  by  individual  differences  and  greatly 
increases  the  efficiency  of  teaching.  Individualizing  of  mass  instruc¬ 
tion  has  come  to  stay,  but  in  Detroit  there  is  still  room  for  many 
constructive  contributions  before  a  final  standard  form  is  attained. 


VI.  INDIVIDUAL  WORK  IN  A  VOCATIONAL  SCHOOL 
Vocational  education  is  more  often  individualized  than  is  reg¬ 
ular,  academic  education.  Commercial  schools  have  long  since  aban¬ 
doned  wasteful  class  methods  and  allowed  students  to  progress  as 
individuals.  Shop  work  of  all  kinds  has  lent  itself  readily  to  indi¬ 
vidual  instruction.  Often,  however,  the  academic  departments  of 
vocational  schools  have  been  quite  unrelated  to  the  shops,  and  have 
held  to  the  conventional  class  method  of  teaching. 

Miss  Mary  Comings  is  head  of  the  English  department  in  the 
Vocational  School  at  Madison,  Wisconsin.  She  has  individualized 
her  English  work  completely  and  correlated  it  with  the  work  in  the 
shops.  In  the  following  brief  account  she  tells  something  of  the 
methods  and  results. 


Individualization  of  Work  In  the  Vocational  School 

At  Madison 

By  Mary  Huntington  Comings 
Vocational  School,  Madison,  Wisconsin 


Perhaps  a  word  of  explanation  for  those  who  are  unacquainted 
with  the  problems  of  the  vocational  schools  is  in  order  at  the  be¬ 
ginning.  All  the  educational  misfits;  all  the  boys  or  girls  who  are 
disgusted  with  the  public  schools  or  weary  of  the  academic  sub¬ 
jects;  those  that  have  been  retarded  by  foreign  birth,  illness,  or 
mental  incapacity;  as  well  as  the  alert,  eager  students  who  have 
been  forced  by  economic  necessity  into  employment — all  these  flock 
to  our  school.  Some  of  them  are  of  foreign  birth,  most  of  them  are 
of  recent  alien  extraction,  and  practically  all  of  them  come  from  illit¬ 
erate  homes.  We  have  full-time,  half-time,  and  part-time  (those  who 
come  one  day  per  week)  classes,  and  the  pupils  shift  continually  from 
one  group  to  another.  In  one  class  of  fifteen  scholars  nine  different 
grades  were  represented.  Imagine  attempting  to  teach  English, 
the  most  despised  of  all  the  much  despised  academic  subjects,  to 
such  a  group!  One  Italian  boy  exactly  expressed  the  attitude  as 
well  as  the  language  acquirements  of  part-time  boys  when  he  said: 
“I  don’t  need  no  help  in  pronounceiation” 
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Obviously,  the  old  group  methods  simply  would  not  work  under 
such  circumstances. 

Last  spring,  therefore,  I  went  to  the  instructors  in  woodworking, 
machine-shop,  and  auto-mechanics,  to  find  out  whether  it  would  be 
possible  to  correlate  the  English  with  the  shop  work  and  so  make  a 
stronger  appeal  to  these  boys  who  are  principally  interested  in  the 
job.  In  these  shop  classes,  the  instructors  were  using  textbooks, 
and  all  of  them  complained  that  their  work  was  retarded  by  the 
boys  who  could  not  read.  One  instructor  said  he  often  had  to  spend 
most  of  his  class  period  teaching  reading  instead  of  auto-mechanics. 

Since  I  was  already  a  convert  to  the  individual  progress  method, 
I  set  about  applying  the  principle,  in  part  at  least,  to  the  problem 
in  hand.  Now,  each  boy  receives  a  booklet  made  up  of  lesson  sheets 
based  on  the  shop  texts.  These  sheets  give  a  definite  assignment  in 
the  book.  The  assignments  are  followed  by  questions  on  the  content 
of  the  material  studied.  After  each  question,  a  space  is  left  in  which 
the  pupil  writes  his  answer.  These  lesson  sheets  thus  combine  read¬ 
ing  for  comprehension  with  practice  in  composition.  As  often  as 
possible,  thought  questions  not  definitely  answered  by  the  text  are 
introduced.  Short  tests  of  different  kinds  are  used  to  give  some 
variety  to  the  work.  Occasionally,  a  pupil  is  asked  to  compare  his 
answer  with  one  given  in  a  sealed  envelope  attached  to  the  lesson 
sheet.  A  sample  lesson  sheet  is  reproduced  herewith; 

Machine  Tool  Operation 

Joseph  O.  Johnson 
Mary  Huntington  Comings 

Head,  To  the  Student,”  pages  IX  and  X  of  the  introduction. 

Write  the  answers  to  the  following  questions  in  the  space  left  after 
each  question: 

1.  Do  you  want  to  become  a  first-class  machinist? 

2.  What  do  you  understand  by  “machine  shop  practice?” 

Page  1  to  Sec.  1,  page  U.  Read  and  then  write  the  answers. 

1.  Why  is  this  sometimes  called  “the  mechanical  age?” 

2.  Give  three  reasons  why  the  machinist’s  trade  is  a  great  trade. 

3.  What  does  your  author  say  about  the  job  of  “machine  hand?” 

4.  What  do  you  think  about  it? 

5.  In  the  machinist’s  job,  which  is  more  important,  muscle  or  brains? 

6.  Of  what  interest  is  the  statement  on  page  three  that  “90  percent  of 
the  foremen  have  been  promoted  from  the  ranks  of  the  machinists,  and 
90  percent  of  the  superintendents  have  previously  been  foremen?” 
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Each  pupil  taking  this  course  goes  through  the  work  on  this  sheet 
at  his  own  rate.  When  he  has  completed  it  satisfactorily,  he  passes 
on  to  the  next  assignment  sheet. 

So  far,  no  attempt  has  been  made  to  diagnose  individual  diffi¬ 
culties,  nor  to  make  the  work  self-corrective.  Even  this  partial  appli¬ 
cation  of  the  individual  progress  methods,  however,  has  helped 
greatly.  The  ambitious  pupil  is  not  held  back  by  the  dullard  or  the 
slacker.  The  boy  who  enters  school  late  does  not  disrupt  the  work  of 
the  class,  nor  is  he  handicapped  by  plunging  into  the  middle  of  the 
subject.  He  can  begin,  like  those  who  entered  the  first  day,  with  the 
first  lesson.  This  organization  of  the  material  makes  it  possible  for 
the  able  and  ambitious  student  to  continue  his  work  at  home  almost 
as  well  as  at  school.  Best  of  all,  the  pupil  is  allowed  some  selection 
in  the  study  he  takes.  In  some  of  my  classes  in  English,  boys  are 
working  on  five  different  subjects  without  in  the  least  disturbing 
each  other  or  adding  to  my  burdens.  As  soon  as  possible,  the  number 
of  correlated  shop  subjects  offered  for  study  in  the  English  classes 
will  be  greatly  increased. 

This  method  gives  much  greater  opportunity  for  close  personal 
contacts  between  teacher  and  pupils.  This  contact  is  tremendously 
important  when  almost  every  pupil  in  the  class  offers  a  distinct,  and 
often  a  very  difficult,  problem  to  the  teacher. 

Other  schools  are  experimenting  with  the  individual  progress 
method ;  the  State  Board  of  Vocational  Education  is  interested ;  and 
I  personally  believe  this  method  is  the  coming  thing  in  vocational 
education  in  the  state  of  Wisconsin. 


VII.  INDIVIDUALIZING  THE  WORK  OF  RURAL  SCHOOLS 

While  the  Winnetka  and  Dalton  Plans,  the  work  of  Miss  Mackin¬ 
der  in  London,  that  of  Sutherland  in  Los  Angeles,  that  of  Courtis 
in  Detroit,  and  that  in  the  Madison,  Wisconsin,  Vocational  School, 
have  been  directed  toward  the  individualization  of  city  schools,  U.  J. 
Hoffman  in  Illinois  and  R.  N.  Brown  in  Connecticut  have  been  work¬ 
ing  out  a  plan  for  individual  work  in  rural  schools. 

Under  their  plans,  the  daily  program  is  greatly  reduced,  and  the 
opportunity  for  individual  work  increased.  Rural  schools  were  once 
almost  entirely  individual  in  their  methods.  Then  they  took  over 
the  graded  system  of  the  city,  with  some  of  its  advantages  and 
many  of  its  evils.  But  those  which  have  adopted  the  plans  presented 
by  Mr.  Brown  and  Mr.  Hoffman  have  retained  whatever  advantages 
lay  in  the  graded  plan  while  wiping  out  most  of  the  evils.  Mr.  Hoff¬ 
man  gives  the  general  background  for  the  change  to  individual  work 
and  illustrates  briefly  the  way  it  is  carried  out  in  some  of  the  rural 
schools  of  Illinois.  Mr.  Brown  gives  a  typical  Connecticut  rural 
school  program  under  the  individual  plan,  describes  in  some  detail 
how  the  work  is  individualized,  and  cites  some  of  the  results  obtained 
in  terms  of  pupil  achievement. 


I.  Individualization  in  One-Teacher  Schools  in  Illinois 

By  U.  J.  Hoffman 

State  Supervisor  of  Rural  Schools,  Illinois 


During  the  decades  1870  to  1890,  the  forward  movement  in  the 
one-teacher  schools  was  to  ‘grade’  them  and  follow  a  prescribed 
course  of  study.  This  was  indeed  a  step  forward.  But  when  the  at¬ 
tempt  was  made  to  conduct  the  work  as  it  is  done  in  the  graded 
school,  successful  teaching  and  study  become  quite  impossible. 

To  teach  the  pupils  exclusively  in  classes  in  every  subject  every 
day  required  forty  class  periods  daily.  To  avoid  this  great  number, 
the  plan  of  alternation  was  devised:  This  combines  grades  and  re¬ 
quires  the  two  years  of  work  to  alternate,  reducing  the  class  periods 
to  thirty-two  daily,  an  average  of  ten  minutes  per  class.  The  teach¬ 
er’s  time  is  all  occupied  in  “hearing  recitations.”  The  expression 
states  the  fact  accurately.  To  the  teacher  and  to  the  pupil,  the  recita- 
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t;on  becomes  the  chief  thing  in  the  school.  The  higher  grades  spend 
one-fourth  of  their  time  on  the  recitation  bench;  the  lower  grades 
only  about  one-tenth;  for  the  rest  of  the  day  they  shift  for  them¬ 
selves,  except  when  the  teacher  takes  time  from  classes  which  are 
reciting. 

To  make  it  possible  for  the  pupil  to  spend  most  of  his  time  in 
study  under  the  direction  and  assistance  of  the  teacher,  to  give  the 
teacher  time  to  do  real  teaching,  that  is,  to  help  the  pupil  individ¬ 
ually  to  learn,  a  program  of  procedure  must  be  devised  which  will 
make  these  things  possible. 

In  Illinois  the  following  procedure  has  been  recommended  and  is 
employed  by  the  teachers  who  are  courageous  enough  to  depart  from 
the  traditional  way,  and  who  are  so  well  equipped  that  they  can  help 
children  to  learn  instead  of  merely  following  the  routine  of  rushing 
through  the  daily  program. 

Four  Schools  in  a  Day 

The  First  Session — A  Reading  School:  From  the  opening  until 
the  mid-forenoon  rest  period,  the  whole  school  is  engaged  in  read¬ 
ing.  Spelling  takes  up  fifteen  minutes. 

The  Second  Session— An  Arithmetic  School:  Until  noon,  the  whole 
school,  except  the  first  and  second  grades,  is  engaged  in  arithmetic. 

The  Third  Session — A  Language  School:  All,  except  the  first  and 
second  grades,  are  engaged  in  grammar  and  language.  Writing 
physiology,  and  civics  require  twenty  minutes. 

The  Fourth  Session — A  History  and  Geography  School:  All  the 
school,  except  the  first  and  seeond  grades,  are  engaged  in  United 
States  history,  geography,  and  nature  study. 

This  sequence  of  study  gives  the-  pupil  the  maximal  amount  of 
time  for  study  and  gives  the  teacher  time  for  coaching  the  less  capa¬ 
ble.  When  a  pupil  has  a  class  period,  he  may  do  his  studying  in  that 
subject  either  before  or  after  class  or  both  before  and  after.  If  the 
class  period  comes  in  the  middle  of  the  session,  his  thoughts  are 
not  diverted  from  the  subject  by  reciting  in  another  subject.  The 
teacher’s  mind  is  not  diverted  from  the  subject,  though  she  has 

pupils  of  all  stages  of  advancement  in  both  individual  and  class 
instruction. 

Class  Instruction 

The  lower  grades  have  class  periods  every  day  in  every  subject. 
This  is  necessary  for  they  learn  mostly  from  the  teacher.  The  upper 
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grades  have  class  periods  only  when  the  best  can  be  done  for  them 
in  that  way.  When  the  class  period  is  omitted,  the  time  is  used  by 
the  pupils  in  study  and  by  the  teacher  in  giving  them  the  assistance 
and  direction  which  they  need  in  order  to  study  effectively.  These 
pupils  learn  mostly  from  books.  The  teacher’s  best  work  is  to  help 
them  to  use  books  successfully.  For  most  pupils,  this  can  be  done 
better  by  individual  than  by  class  instruction. 

A  class  instruction  period.  When  a  class  enters  upon  a  new  prob¬ 
lem,  all  can  be  served  at  the  same  time.  The  problem  is  clearly  pre¬ 
sented  to  the  class  by  the  teacher— that  is,  the  lesson  is  properly 
and  adequately  assigned.  The  teacher  leads  and  does  most  of  the 
work;  the  children  work  with  her.  She  shows  them  what  to  do,  how 
to  do  it,  arouses  their  curiosity  and  interest,  inspires  them  to  do  it, 
not  for  her,  but  for  themselves. 

The  practice  and  coaching  period.  When  the  class  period  is 
omitted,  the  pupil  has  the  whole  session  uninterrupted  to  do  the 
work  assigned.  The  teacher  is  free  to  help  those  who  need  help  at 
the  time  they  need  it,  when  they  are  trying  to  do  the  work  and  fail. 
Most  of  the  pupils  have  learned  how  in  the  class  period.  All  they 
need  is  practice  or  time  to  complete  the  task.  If  any  did  not  learn 
how  in  the  class  instruction  period,  the  teacher  shows  them  individ¬ 
ually  and  does  not  waste  the  time  of  those  who  need  not  be  shown. 
She  encourages  and  guides  the  talented  and  skillful,  but  gives  the 
slow  and  awkward  the  help  which  they  need. 

The  discussion  period.  After  several  days,  when  all  have  solved 
the  problem  or  mastered  the  lesson  under  the  guidance  of  the 
teacher,  the  class  meets  to  talk  over  what  they  have  done.  Addi¬ 
tional  information  is  obtained  from  each  other  and  from  the  teacher. 
Errors  are  corrected;  the  whole  problem  is  reviewed. 

The  test.  When  the  pupils  have  mastered  a  subject  or  solved  a 
problem,  they  want  to  be  tested  to  see  whether  they  know  what  they 
think  they  know  or  can  do  what  they  think  they  can  do.  This  can 
be  done  to  the  best  advantage  when  the  class  is  assembled  for  the 
purpose.  The  pupil  is  not  tested  in  the  instruction,  study,  or  dis¬ 
cussion  periods.  In  these,  he  is  not  frightened,  but  encouraged  to 
reveal  his  lack  of  knowledge  or  skill.  The  test  is  given  to  prove  to 
himself  that  he  can  do  what  is  required,  not  to  prove  to  the  doubt¬ 
ing  teacher  that  he  has  done  what  he  was  told  to  do. 
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Essential  Equipment 

As  the  one-teacher  school  has  few  in  a  grade  and  is  not  com¬ 
plicated  as  is  a  system  of  graded  schools,  elaborate  equipment  is 
not  necessary;  indeed,  it  would  prove  a  burden.  For  individual 
instruction,  good  textbooks  and  a  suitable  library  only  are  essential. 
Reference  books,  such  as  Compton’s  Picture  Encyclopedia  and  The 
World  Book,  containing  an  abundance  of  material  on  all  subjects 
and  adapted  to  all  stages  of  advancement  of  pupils,  are  very  neces¬ 
sary  to  supplement  the  texts. 

The  formal  school  readers  are  used  only  in  the  lower  grades  to 
teach  the  mechanics  of  reading.  They  may  also  be  used  in  the  upper 
grades  for  drill  and  for  literary  interpretation.  For  the  most  part, 
each  pupil  spends  the  reading  session  in  reading  for  himself  the 
library  books  which  appeal  to  him  for  what  he  can  learn  from  them. 
History  stories,  geography  stories,  nature  study,  general  informa¬ 
tion,  and  literary  books  are  utilized  to  increase  the  pupils’  vocabu¬ 
lary  and  knowledge,  as  well  as  to  form  the  habit  of  reading. 

The  Organization  and  Daily  Program 

Two  programs  are  herewith  presented.  The  first  shows  how  the 
school  is  organized  for  exclusively  class  instruction.  The  second 
shows  how  it  is  organized  to  give  both  individual  and  class  instruc¬ 
tion.  The  notes  explain  what  may  not  be  clear  in  the  diagram. 

Daily  Program  for  Exclusively  Class  Instruction 


Grades 

Begin 

Time 

Subjects 

Grades  Begin 

Time 

Subjects 

All 

9:00 

10 

Gen.  Exercises 

8 

1:00 

10 

Gram. 

7-8 

9:10 

10 

Reading 

7 

1:10 

10 

it 

5-6 

9:20 

10 

it 

6 

1:20 

10 

Lang. 

4 

9:30 

10 

it 

5 

1:30 

10 

ii 

3 

9:40 

10 

it 

3-4 

1:40 

10 

it 

2 

9:50 

10 

tt 

1-2 

1:50 

15 

Read.  &  Lang. 

1 

10:00 

10 

tt 

7-8 

2:05 

15 

Physiology 

All 

10:10 

15 

Spelling 

All 

2:20 

10 

Writing 

All 

10:25 

15 

Rest 

All 

2:30 

15 

Rest 

8 

10:40 

10 

Arith. 

1-2 

2:45 

10 

Const. 

7 

10:50 

10 

it 

3-4 

2:55 

10 

Nature 

6 

11:00 

10 

it 

5-6 

3:05 

10 

Geog. 

5 

11:10 

10 

it 

5-6 

3:15 

15 

it 

4 

11:20 

10 

it 

7-8 

3:30 

15 

a 

3 

11:30 

15 

it 

7-8 

3:45 

15 

Hist. 

1-2 

11:45 

15 

Read.  &  Num. 

All 

12:00 

60 

Noon 

All 

4:00 

Dismissal 

ATTEMPTS  TO  ADJUST  SCHOOLS 


121 


Daily  Program  for  Individual  and  Class  Instruction 


Grades 

Begin 

Time 

All 

9:00 

10 

(4-5)  or  (6-7-8) 

9:10 

20 

1 

9:30 

10 

2 

9:40 

10 

3 

9:50 

10 

(4-5)  (6-7-8) 

10:00 

15 

All 

10:15 

15 

All 

10:30 

15 

4-5-6-7-8 

10:45 

20 

1-2 

11:05 

10 

3 

11:15 

10 

4-5-6-7-8 

11:25 

35 

All 

12:00 

60 

(3-4)  5-6-7-8 

1:00 

20 

1-2 

1:20 

10 

(3-4)  5-6-7-8 

1:30 

40 

7-8 

2:10 

10 

All 

2:20 

10 

All 

2:30 

15 

1-2 

2:45 

10 

(5-6)  (7-8) 

2:55 

20 

(3-4) 

3:15 

10 

(5-6)  (7-8) 

3:25 

35 

All 

4:00 

Subject 

Inst. 

Notes 

Gen.  Exercises 

Reading 

Indv. 

1 

it 

Class 

a 

Class 

a 

Indv.  or  Class 

a 

Class 

2 

Spelling 

Class 

Rest 

Arithmetic 

Indv. 

3 

Read.  &  Num. 

Class 

4 

Num. 

Class 

Arithmetic 

Class 

6 

Noon 

Language 

Indv. 

6 

if 

Class 

7 

it 

Class 

8 

Physiology 

Indv.  or  Class 

9 

Writing 

Class 

10 

Rest 

Const. 

Class 

11 

Geog. 

Indv.  or  Class 

12 

Nature  Study 

Class 

History 

Dismissal 

Class  or  Indv. 

13 

Notes  on  the  Second  Daily  Program 

1-2.  These  grades  are  grouped  into  two  classes.  Individual  differences 
can  be  dealt  with  by  individual  instruction  and  drill.  Time,  fifteen  min¬ 
utes,  is  provided  daily  for  class  instruction.  Only  one  group  a  day  should 
have  class  instruction.  If  neither  group  has  class  instruction,  the  fifteen 
minutes  can  be  distributed  to  the  other  class  periods.  The  third  grade  can 
also  often  be  better  served  by  individual  than  by  class  instruction.  The 
ten  minutes  can  then  be  utilized  for  that. 

3-5.  Alternation  or  grouping  other  than  by  grades  is  not  feasible  in 
arithmetic.  Twenty  minutes  is  utilized  for  individual  instruction.  This  is 
ample  time  for  three  grades  and  leaves  thirty-five  minutes  for  class  in¬ 
struction  for  two  grades.  The  third  grade  can  often  utilize  its  ten  min¬ 
utes  in  doing  exercises  under  the  direction  of  the  teacher. 

4.  The  number  work  of  the  first  and  second  grades  can  be  done  in  con¬ 
junction  with  their  reading.  They  can  learn  to  count,  to  measure  and 
to  read  numerals. 

6-8.  The  oral  language  wont  of  the  third  and  fourth  grades  can  be 
alternated  and  the  classes  combined.  Class  instruction  is  necessary 
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oftener  in  language  and  grammar  than  in  other  subjects.  Probably  only 
one  group  a  day  should  have  individual  instruction.  Twenty  minutes  is 
probably  more  than  is  necessary.  The  time  saved  can  be  distributed  to 
the  classes  which  need  more  than  their  share  of  the  forty  minutes  for 
class  instruction. 

7.  Language  should  be  given  in  conjunction  with  reading. 

9.  Physiology  and  civics  are  studied  a  half-year  each,  and  the  seventh 
and  eighth  year’s  work  alternate.  Either  class  or  individual  instruction 
can  be  utilized  in  the  ten  minutes  assigned. 

10.  Writing  and  drawing  may  be  had  on  alternate  days. 

11.  The  first  and  second  grades  have  construction  work  and  may  be 
dismissed  any  time  after  this  exercise. 

12-13.  Neither  the  (5-6)  group  nor  the  (7-8)  group  should  have  class 
instruction  in  both  geography  and  history  the  same  day.  At  most,  they 
should  have  a  class  period  in  each  subject  on  alternate  days.  The  (3-4) 
grades  can  have  nature  study  together  each  day,  or  if  separated,  can 
have  class  instruction  on  alternate  days. 

The  geography  and  history  session  should  be  used  to  study  the  text 
and  do  exercises.  The  supplementary  reading  for  these  subjects  can  be 
done  during  the  reading  session. 


2.  Individualization  in  One-Teacher  Schools  in  Connecticut 

By  R.  N.  Brown 

Superintendent  of  Schools,  Thomaston,  Connecticut 


The  advantages  and  disadvantages  of  the  individualization  of 
school  work  are  amply  presented  elsewhere  in  the  Yearbook.  This 
contribution,  therefore,  will  be  confined  to  a  report  of  the  work  in 
individualization  as  it  is  actually  being  carried  on  in  our  one-teacher 
schools  after  three  years  of  experiment. 

The  Program 

The  following  program  is  in  use  in  one  of  our  eight-grade,  one- 
room  schools.  In  a  majority  of  our  one-teacher  schools  one  or  two 
grades  are  not  represented  and  modification  of  the  program  is  made 
accordingly. 
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Time 

Grade 

9:00-  9:05 

All 

9:05-  9:10 

All 

9:10-  9:25 

I 

9:25-  9:35 

II 

9:10-10:15 

III-VIII 

10:15-10:30 

All 

10:30-10:45 

All 

10:45-11:00 

II 

11:10-11:50 

I 

10:45-11:50 

III-VIII 

11:50-12:00 

I 

12:00-  1:00 

All 

1:00-  1:10 

All 

1:10-  1:20 

I 

1:20-  1:35 

I-II-III 

1:00-  2:30 

IV-VIII 

2:30-  2:45 

All 

2:45-  2:55 

II 

2:55-  3:05 

I 

2:45-  4:00 

III-VIII 

Daily  Program 
Classes 


Opening 

General  Directions 
Reading 
Reading 
Reading 


Spelling  Dictation 
and  Penmanship 
Supervised  Play- 
Arithmetic 

Arithmetic 

Arithmetic 


Reading 
Noon  Recess 
General  Directions 
Reading 

Language  Stories 
Language 


Supervised  Play 
Reading 
Reading 
Social  Studies 


Individual  and  Class 
Instruction 

Reading 

Daily 

Daily 

Directed  study  or 
class  exercise  as 
desired 

Daily 

Daily 

Individual  Help  or 

Drills 

Daily 

Directed  study  or 
class  exercise  as 
desired 
Daily 

Language 

Daily 

Daily 

Directed  study  or  so¬ 
cialized  recitation  as 
desired 
Daily 
Daily 
Daily 

Directed  study  or  so¬ 
cialized  recitation  as 
desired 


Notes.  The  term  “Directed  Study”  rather  than  the  term  “Individual 
Instruction”  has  been  used  in  this  program  to  emphasize  this  phase  of 
the  work  with  the  teachers.  In  actual  practice  Individualization  means 
directing  the  study  of  the  class  or  individual  as  the  need  arises,  plu* 
a  record  of  the  individual  progress  of  each  pupil. 

As  will  be  noted,  there  are  four  general  periods  each  devoted  largely 
to  the  fundamental  subject  emphasized,  viz.,  reading,  arithmetic,  lan¬ 
guage  and  grammar,  and  the  social  studies. 

The  first  general  period  of  the  day  is  devoted  to  reading,  as  this  is 
the  most  important  subject.  During  this  period,  each  pupil  has  sixty-five 
minutes  for  silent  reading  on  days  when  there  is  not  a  class  exercise.  If 
fifteen  or  twenty  minutes  are  used  for  class  work,  he  still  has  at  his 
command  fifty  minutes  for  silent  study. 

The  same  general  plan  is  followed  in  the  arithmetic  period.  The  long 
uninterrupted  period  offers  many  opportunities  for  directing  the  study 
of  the  individual.  y 

The  third  period,  devoted  largely  to  language  work,  provides  ample 


124 


THE  TWENTY-FOURTH  YEARBOOK 


time  for  directing  the  study  of  the  school  in  classes  or  individually  or 
for  the  development  of  the  social  recitation,  either  with  one  group  or,  as 
is  more  often  the  case,  with  the  entire  school. 

The  fourth  period  of  the  day  devotes  seventy-five  minutes  to  the  “social 
studies.”  Particular  emphasis  is  placed  on  socialization  during  the  after¬ 
noon  program,  with  an  attempt  to  handle  the  entire  school  as  a  group. 

The  program  provides  for  four  periods  of  reading  for  first-year  pupils 
and  two  periods  for  the  second-year  group.  This  arrangement  has  been 
found  very  successful,  as  it  scatters  the  effort  in  these  groups  through¬ 
out  the  day  and  makes  for  more  intense  help  from  the  source  from  which 
these  groups  learn  most — namely,  the  teacher. 

Special  subjects,  such  as  hygiene,  nature  study,  etc.,  are  handled  in 
the  “social  studies”  period  as  a  special  socialized  class  once  each  week. 

General  Organization  of  the  Various  Subjects 

Reading.  The  work  in  reading  in  Grades  I  and  II  is  carried  on 
purely  as  a  class  exercise,  as  these  groups  learn  principally  from  the 
teacher. 

In  the  past,  much  of  the  school  reading  period  has  been  spent 
with  oral  work,  in  spite  of  the  fact  that  silent  reading  ability  is 
much  more  valuable  to  the  majority.  With  this  in  mind,  we  have 
placed  the  emphasis  on  silent  reading,  giving  much  direction  in 
methods  of  study  in  groups  and  individually. 

In  order  to  correlate  the  reading  with  the  other  subjects  and  to 
cover  as  broad  a  field  as  possible,  each  school  is  provided  with  a  set 
of  books  from  a  school  circulating  library  large  enough  to  supply 
each  child  above  Grade  II  with  a  different  book.  These  sets  of  books 
are  changed  from  school  to  school  as  often  as  necessary,  usually 
about  once  in  two  months.  If  single  copies  of  different  books  are 
purchased  in  sufficient  number  to  provide  one  book  for  each  child  for 
the  normal  enrollment  of  the  town,  and  these  arranged  in  sets  as 
suggested  below,  a  large  amount  of  material  becomes  available  for 
all  the  one-teacher  schools  for  approximately  the  same  amount  as 
was  formerly  expended  in  supplying  each  child  with  the  same  reader. 
The  advantages  of  such  a  library  for  every  child  are  obvious. 

The  books  in  the  library  mentioned  are  classified  under  five  head¬ 
ings,  viz.,  literature,  history,  geography,  biography,  and  nature, 
with  an  equal  amount  of  material,  as  far  as  possible,  for  Grades  III 
and  IV,  V  and  VI,  and  VII  and  VIII. 

During  the  “General  Directions”  period  the  teacher  gives  any 
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general  instructions  or  directions  that  are  needed.  She  is  then  free 
to  carry  on  her  class  instruction  with  Grades  I  and  II  while  the 
rest  of  the  school  read  silently.  Immediately  following  her  work  with 
Grades  I  and  II,  the  teacher  is  free  to  devote  the  remainder  of  the 
reading  time,  or  about  forty  minutes,  to  individual  or  group  work 
as  desired.  This  work  takes  many  forms.  The  teacher,  while  passing 
from  pupil  to  pupil,  may  hear  those  read  orally  who  are  in  need  of 
this  type  of  work,  but  having  them  read  on  in  their  individual 
books  from  their  present  point  of  progress  or  she  may  assist  in  a 
careful  study  of  some  particular  work  that  needs  especial  interpreta¬ 
tion,  selecting  and  discussing  with  the  pupil  various  situations, 
characters,  general  make-up  of  the  book,  plot,  etc.  She  may  discuss 
formally  with  the  individual  child  the  book  being  read  or  question 
him  to  test  his  retention. 

When  a  book  has  been  read,  each  child  is  tested  by  the  teacher  on 
that  book,  either  orally  or  with  written  thought-provoking  ques¬ 
tions.  He  is  also  required  to  make  out  a  formal  book  report  in  writ¬ 
ing,  which  is  filed  as  a  record  of  books  read.  At  frequent  intervals, 
a  socialized  reading  period  is  carried  on,  with  oral  talks,  stories, 
dramatization,  oral  reading  of  selected  passages,  etc. 

The  teacher’s  part  in  the  reading  period  is  very  important,  as 
she  becomes  the  guide  and  inspiration  to  each  pupil.  Each  pupil 
reading  his  own  book  and  often  carrying  on  his  discussions  with 
the  teacher,  individualizes  the  work.  The  best  of  relations  exist  be¬ 
tween  the  teacher  and  the  pupil,  because  of  this  mutual  interest. 
This  phase  of  the  work  cannot  be  overemphasized. 

On  the  completion  of  a  book  in  the  literary  classification,  the 
pupil  is  required  to  select  his  new  book  from  one  of  the  other 
groups.  This  method  is  followed  until  the  pupil  has  read  one  book 
from  each  classification.  He  is  then  allowed  to  return  to  the  literary 
group  and  repeat  the  cycle. 

Spelling.  The  Washburne  Individual  Speller ,15  with  the  method 
suggested  in  the  Teacher’s  Manual  accompanying  it,  is  used  in  all 
schools.  Briefly,  the  method  used  is  as  follows:  At  the  beginning  of 
the  year,  the  words  for  the  entire  year  are  dictated  to  the  class. 


15  C.  W.  Washburne,  The  Individual  Speller,  World  Book  Co.,  Yonkers 
N.  Y.,  1924.  See  also  “A  spelling  curriculum  based  on  research,”  Elemen¬ 
tary  School  Journal,  June,  1923. 
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These  are  corrected  by  the  teacher.  The  words  misspelled  by  the 
pupil  become  his  spelling  list  for  the  year,  with  such  additions 
from  his  written  work  as  are  found  necessary.  During  the  spelling 
period,  the  pupils  are  divided  into  groups  of  two,  and  each  pupil 
dictates  the  words  of  the  day  (five  or  more)  to  his  partner.  Fre¬ 
quent  tests  are  given,  and  words  misspelled  in  these  tests  are  re¬ 
tained  on  the  pupil’s  list  for  further  study. 

Penmanship.  Early  in  the  year,  each  pupil  is  tested  by  the  Ayres’ 
Scale  for  Speed  and  Quality.  The  results  of  this  test  are  posted  on  a 
chart  and  dated.  Following  the  test,  the  work  is  taken  up  individu¬ 
ally  with  the  pupils  and  their  difficulties  are  diagnosed.  The  same 
scale  is  used  for  frequent  testing  of  penmanship  and  other  written 
papers,  and  the  results  are  posted.  In  this  way  a  continual  incen¬ 
tive  for  better  work  is  put  before  the  pupils.  The  problem  of  pen¬ 
manship  improvement  is  an  individual  one,  and  this  plan  makes 
good  use  of  the  teacher’s  time. 

Arithmetic.  When  the  time  for  arithmetic  arrives,  the  teacher 
takes  time  to  see  that  all  are  properly  started  on  their  work,  to  en¬ 
courage  the  diligent,  and  to  persuade  the  shiftless  to  greater  effort. 
Then  the  teacher  may  take  up  the  work  with  those  groups  or  in¬ 
dividuals  ready  for  new  steps,  teaching  the  new  process  and  mak¬ 
ing  careful  explanation  of  assignments.  The  teacher  may  also  use 
this  time  for  group  or  individual  discussion  of  work  already  com¬ 
pleted.  Much  time  is  spent  in  assisting  pupils  with  their  individual 
difficulties,  questioning  them  as  they  study,  directing  or  suggesting 
methods  of  study,  testing  those  ready  for  tests,  etc.  The  object  is  at 
all  times  to  teach  the  studying  of  arithmetic,  not  to  hear  recita¬ 
tions. 

The  work  of  the  afternoon  is  socialized  as  far  as  possible.  Some 
individual  work  is  carried  on  with  the  written  and  technical  work 
in  language  and  grammar  and  with  the  factual  side  of  the  social 
studies.  Much  has  been  written  on  conducting  the  socialized  period. 
The  conducting  of  this  type  of  work  in  the  one-teacher  school  is 
very  similar  to  that  in  the  grade  school,  with  the  exception  that, 
in  so  far  as  it  is  feasible,  the  whole  school  is  included  in  the  work 
on  one  problem  or  project  and  each  grade  or  group  contributes  ac¬ 
cording  to  its  ability  or  stage  of  progress. 

It  is  usually  planned  to  have  individual  work  with  directed  study 
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in  language  and  grammar  on  days  when  a  socialized  period  is  held 
in  the  social  studies,  reversing  the  order  on  other  days.  Socialized 
language  work  can  well  be  correlated  with  any  subject  in  the  curric¬ 
ulum.  The  socialization  of  the  afternoon  program  in  the  ways 
briefly  mentioned  provides  an  opportunity  for  the  pupil  develop¬ 
ment  so  badly  needed  in  one-teacher  schools.  This  phase  of  work 
should  not  be  neglected. 

Materials 

The  regular  commercial  textbooks  are  used  in  all  the  work.  This 
can  be  done  by  careful  planning  and  the  use  of  single  copies  of 
supplementary  texts  for  reference  and  extra  assignment.  Lack  of 
especially  constructed  textbooks  for  individualization  should  not  be 
a  stumbling  block  in  the  way  of  individualizing  the  work  of  the 
schools.  Modern  texts  can,  and  do  meet  the  conditions  if  reasonable 
care  is  used  in  their  selection. 

Records 

In  order  not  to  overburden  the  teacher  with  a  mass  of  records 
and  at  the  same  time  to  stimulate  the  pupil  by  having  his  record 
always  before  him,  each  pupil  keeps  at  his  seat  an  individual  as¬ 
signment  book  and  progress  sheets  in  loose-leaf  covers,  which  are 
in  a  sense  a  list  of  goals  for  the  subject  as  indicated  by  the  course 
of  study.  Part  of  a  sample  sheet  for  arithmetic  follows. 


ARITHMETIC  IV 


Long  Division 

Types 

O.K. 

O.K. 

O.K. 

a.  Wi+hout  Remainder 

23)46 

9/12/24 

11/1/24 

1/4/25 

b.  With  Remainder 

c,  d,  e,  f,  g,  h,  i,  g. 

Review  Previous  Fractions 
Reduction  of  Fractions 

Types  a,  b,  c,  d,  e 

31)57 

(Remainder  of  sheet  omitted,  but  follows  the  same  form.) 


As  will  be  noted,  opposite  each  topic  three  parallel  columns  are  pro¬ 
vided.  When  the  work  of  any  topic  is  taken  up  for  the  first  time  and  the 
pupil  attains  a  rank  of  eighty  percent  in  an  oral  or  written  test,  he  is 
given  O.K.  in  column  one.  About  a  month  later  a  review  is  given,  and  if 
a  similar  rank  is  attained,  an  O.K.  is  given  in  the  second  column.  Later 
in  the  year,  the  work  is  again  reviewed,  and  an  O.K.  is  given  for  profi¬ 
cient  work.  Each  O.K.  is  dated,  as  9/12/24,  to  keep  a  check  on  the  time 
which  has  elapsed  between  tests. 
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The  pupil’s  assignment  book  is  an  ordinary  notebook.  At  the  left 
of  each  page  the  assignment  is  written  and  in  general  corresponds 
to  the  topic  on  the  record  sheet.  At  the  right  side  of  the  page  the 
pupil  keeps  his  record  of  work  as  given  him  by  the  teacher.  If  his 
work  is  B  or  better,  he  knows  he  may  go  on  to  the  next  topic  assign¬ 
ment;  if  below  that  mark,  the  teacher  gives  him  supplementary 
assignments. 

The  assignment  books  are  kept  as  nearly  as  possible  a  week  in 
advance  of  the  pupils.  The  teacher  keeps  her  own  assignment  book 
and  pupils  copy  their  assignments  or  have  them  dictated. 

In  order  to  facilitate  the  work  of  the  teacher  in  planning  for  her 
work,  each  pupil  doing  individual  work  passes  to  the  teacher,  at  the 
close  of  the  day,  a  slip  of  paper  stating  topics  completed.  Using 
these  slips  and  her  own  assignment  book,  the  teacher  can  readily 
plan  her  own  work  for  the  next  day  classwise  and  individually.  In 
her  own  plan  book  and  class  record  book  she  has  a  further  check  on 
the  child’s  report. 

The  keeping  of  the  record  sheets  and  assignment  book  by  the 
pupil  is  a  powerful  motive  for  good  work,  as  each  is  forced  to  watch 
his  own  progress.  The  competitive  element  in  motivation  enters 
when  one  member  of  a  group  advances  a  little  more  than  his  com¬ 
panions.  This  often  leads  to  self-imposed  work  at  home  and  after 
school  hours. 

The  record  system  is  not  a  burdensome  one  and  can  readily  be 
used  by  any  conscientious  teacher. 

Some  Results 

A  few  results  may  be  of  interest.  It  is  to  be  borne  in  mind  that 
these  results  were  obtained  from  a  comparatively  small  number  of 
pupils,  but  they  indicate  some  of  the  possibilities. 

Charters  Language  Test 

Median,  all  Grades  III  to  VIII,  36.  Charters  Standard  8th  grade 

median,  22.2 

Woody-McCall  Arithmetic 

Median,  all  grades,  33.  Woody,  Eighth-grade  median,  29.3. 

Comparison  of  a  selected  group  of  pupils  under  the  individual  in¬ 
struction  plan  with  the  same  number  under  class  instruction,  all 
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with  practically  equal  chronological  ages  and  approximately  the 
same  I.  Q.,  shows  that  pupils  under  individual  methods  had  an  aver¬ 
age  achievement  of  two  years,  one  month,  over  those  under  class 
organization. 

In  schools  under  this  plan  for  two  years,  forty  percent  of  the 
pupils  did  more  than  the  normal  grade  requirements.  Those  pupils 
whose  history  would  be  regarded  as  placing  them  in  the  retarded 
group  under  class  methods  improved  greatly  in  progress  under  the 
individual  method.  Some  of  these  pupils  completed  a  normal  year’s 
work  because  of  the  individual  plan,  while  others,  though  they  did 
not  complete  a  full  year’s  work,  were  able  to  start  the  second  year 
at  the  point  completed  at  the  close  of  the  previous  year  and  were 
enabled  to  do  two  years’  work  in  three  years  of  continuous  progress. 

They  were  thus  saved  the  discouragement  of  the  repetition  of  the 
grade. 

The  above  evidence  of  results  is  of  course  not  conclusive,  but  it 
does  offer  some  indication  of  the  possibilities  in  this  type  of  work. 
Better  results  can  no  doubt  be  obtained  as  better  methods  of  organi¬ 
zation  are  developed. 


C.  SUMMARY 

Two  main  types  of  adjustment  to  individual  differences  have  been 
described:  one  attempts  adjustment  without  breaking  up  the  basic 
class  organization;  the  other  provides  for  strictly  individual  prog¬ 
ress  in  the  common  essentials,  and  with  it,  necessarily,  much  in¬ 
dividual  instruction. 

Illustrating  the  first  type  are  several  varieties  of  experiments. 
Holmes,  in  Mt.  Vernon,  New  York,  has  brought  down  to  date  the 
Batavia  plan  of  coaching  and  encouraging  laggards.  Wirt,  through 
the  Gary  organization,  has  made  it  possible  for  children  to  spend 
double  time  on  subjects  in  which  they  are  slow,  at  the  expense  of 
auditorium,  shop,  or  play  periods;  and  he  has  provided  Saturday 
school,  in  which  the  instruction  is  largely  individual,  and  summer 
school,  for  children  who  wish  to  make  up  time.  Gray  describes  the 
intensive  study  of  problem  cases — study  of  the  scientific  sort  which 
is  needed  under  any  plan  of  individual  or  class  instruction.  Courtis 
and  Sutherland  illustrate  the  highly  popular  scheme  of  attempting 
to  classify  children  into  homogeneous  groups  for  purposes  of  in¬ 
struction  it  has  been  done  in  Detroit  and  Los  Angeles  about  as 
well  as  anywhere;  it  is  interesting  that  in  other  parts  of  this 
Yearbook  these  same  men  produce  evidence  to  show  that  it  is  merely 
a  half-way  measure,  better  than  nothing  perhaps,  but  not  an  ade¬ 
quate  way  to  fit  schools  to  individuals.  Reavis,  of  the  University  of 
Chicago  High  School,  and  Miller  and  Leonard,  of  the  Wisconsin 
High  School,  describe  the  method  of  individualization  through  dif¬ 
ferentiated  assignments — holding  children  to  the  same  rate  of  prog¬ 
ress  by  giving  the  brighter  children  longer,  harder,  or  richer  as¬ 
signments  extra  work  to  fill  the  extra  time.  This  kind  of  individu¬ 
alization  approaches  rather  closely  the  second  main  type,  that  of 
breaking  the  class  lock-step  entirely. 

The  first  fully  organized  plan  of  breaking  the  lock-step  was  that 
of  Frederic  Burk,  late  President  of  the  San  Francisco  State 
Teachers’  College;  his  technique  of  self-instruction  texts,  strictly 
individual  progress  in  the  common  essentials,  and  provision  for 
some  compensating  socialized  activities,  has  been  the  source  of  a 
number  of  other  experiments.  The  Winnetka  technique  is  a  direct 
outgrowth  of  Burk’s,  adapted  to  city  school  systems,  and  emphasiz¬ 
ing  perhaps  a  little  more  strongly  the  group  and  creative  activities. 

ISO 
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The  Dalton  Plan,  most  popular  of  all,  differs  from  Burk’s  and  the 
Winnetka  plan  chiefly  in  the  fact  that  it  has  produced  and  called 
for  almost  no  new  text  or  curriculum  materials,  but  using  what  it 
finds  at  hand,  has  done  much  to  free  the  lives  of  the  children  and 
adapt  schools  to  them.  Jessie  Mackinder,  in  London,  on  the  other 
hand,  has  individualized  instruction  through  a  wealth  of  ingenious 
materials;  using  these,  beginners,  in  large  classes,  teach  themselves 
reading  and  number,  each  working  by  himself  and  at  his  own  rate. 
Sutherland,  in  Los  Angeles,  arrived  at  individual  instruction  for  all 
children  as  a  result  of  experiments  with  maladjusted  children.  He 
went  through  the  stage  of  bringing  laggards  up  to  class  level,  and 
used  intensive  study  of  problem  cases ;  as  a  result,  he  worked  out  a 
technique,  not  unlike  Burk’s,  for  individual  progress  and  self-in¬ 
struction.  The  gradual  individualization  of  the  schools  of  a  great 
city  is  illustrated  by  Courtis  of  Detroit — one  of  the  pioneers  in  the 
measurement  movement,  he  early  discerned  the  need  for  varying 
amounts  of  practice  and  varying  amounts  of  time  for  varying  and 
variable  children.  Detroit  is  not  yet  fully  individualized,  but  is 
probably  more  nearly  so  than  any  other  metropolis. 

The  application  of  individual  methods  to  the  academic  work  in  a 
vocational  school  is  described  by  Miss  Comings  of  Madison,  Wis¬ 
consin.  Her  work  in  English  is  intimately  correlated  with  the  shop 
work,  and  is  purely  individual.  Hoffman,  in  Illinois,  and  Brown,  in 
Connecticut,  on  the  other  hand,  have  adapted  individual  methods  to 
rural  schools;  they  have  done  this  by  simply  changing  the  typical, 
broken-up,  miscellaneous  program  to  four  long  periods,  in  which 
most  children  are  studying  individually,  part  of  the  time  under 
supervision,  and  in  which  a  few  children  may  be  doing  class  work 
part  of  the  time,  with  the  teacher.  Their  method,  like  the  Dalton 
Plan,  involves  no  new  materials  and  no  change  in  the  conventional 
curriculum. 

The  various  experiments  described  are  reflections  of  the  almost 
universal  recognition  of  the  failure  of  the  conventional  class  lock- 
step  method  of  schooling.  They  illustrate  the  general  awakening  to 
the  necessity  of  fitting  the  schools  to  the  children  for  whom  schools 
exist. 

In  these  efforts — some  primitive,  some  mere  half-way  measures, 
some  the  result  of  scientific  research  and  long  preparation— may  be 
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seen  the  dawn  of  a  new  era  in  education.  It  is,  at  best,  an  early 
dawn;  far  more  light  will  be  forthcoming  during  the  next  genera¬ 
tion.  But  already  one  can  begin  to  see  the  day  when  each  child  will 
be  recognized  as  a  living  human  being,  differing  by  right  and  by 
necessity  from  every  other  human  being — differing  in  his  needs, 
differing  in  the  contribution  he  can  make  to  mankind,  yet  a  member 
of  the  human  organism,  who  must  co-ordinate  his  life  with  the 
lives  of  his  fellow  members. 


SECTION  III 

STATISTICAL  RESULTS  OF  EXPERIMENTS  WITH 
INDIVIDUALIZATION 


While  one  or  more  of  the  various  plans  which  have  been  described 
in  Section  II  may  seem  alluring,  and  while  each  one  represents  long, 
thoughtful  effort  to  solve  the  pressing  problem  of  fitting  schools  to 
individual  differences,  it  is  not  enough  at  this  time  of  a  dawning 
science  of  education  merely  to  work  out  a  plan,  no  matter  how  in¬ 
genious.  Such  plans  are  only  hypothetical  solutions  of  the  underly¬ 
ing  problem,  until  careful  experimentation  and  adequate  statistical 
results  prove  or  disprove  their  claims.  Fortunately,  considerable 
experimentation  of  a  scientific  nature  has  been  done  by  several  of 
those  whose  plans  have  been  described,  and  by  other  persons  as  well. 
In  this  section  of  the  Yearbook  nine  specific  questions  on  the  effects 
of  individual  instruction  are  considered  in  the  light  of  such  statis¬ 
tical  data  as  are  at  present  available.  First,  however,  there  is  a 
description  of  the  sources  of  these  data— the  conditions  under 
which  the  data  have  been  gathered.  Then,  after  the  data  have  been 
brought  to  bear  upon  the  nine  specific  questions,  their  general 
validity  is  discussed. 
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7.  THE  SOURCES  OF  DATA 

The  sources  of  the  data  are  various.  In  Detroit,  the  Bureau  of 
Research  has  for  years  gathered  evidence  of  all  kinds  and  has  con¬ 
ducted  many  experiments.  Only  samples  of  the  mass  of  material 
accumulated  in  Detroit  are  presented  herein;  many  of  the  Detroit 
results  have  never  been  published;  typical  results,  however,  are 
given  in  answer  to  certain  of  the  questions  raised  in  this  part  of 
the  Yearbook.  The  wide  variety  of  children  in  Detroit  and  the  care 
with  which  experiments  have  been  conducted  and  tabulated,  make 
these  results  highly  significant. 

In  Los  Angeles,  A.  H.  Sutherland,  as  Director  of  the  Bureau  of 
Research,  made  a  number  of  intensive  studies,  for  the  most  part 
heretofore  unpublished.  The  children  with  whom  Sutherland  has 
dealt  have  been  largely  the  misfits  of  all  kinds  in  all  parts  of  the 
city.  He  has,  however,  additional  studies  in  a  typical  city  public 
school  (the  Sixty-First  Street  School),  in  a  district  largely  composed 
of  such  people  as  carpenters,  plumbers,  and  small  tradesmen. 

The  San  Francisco  State  Teachers*  College  has  for  a  dozen  years 
kept  careful  records  of  each  child’s  progress  under  individual  in¬ 
struction.  As  early  as  1915,  Burk  published,  in  his  Monograph  C, 
tables  remarkably  similar  to  those  given  in  this  Yearbook.  This 
shows  a  constancy  of  this  type  of  result  over  a  period  of  nine  years. 
The  children  who  attend  the  San  Francisco  State  Teachers’  College 
Training  School  are  selected  to  this  extent:  no  definitely  subnormal 
children  are  admitted,  and  a  number  of  unusually  intelligent  fam¬ 
ilies  send  their  children  from  various  parts  of  the  city  to  this 
school.  No  tuition  is  charged,  however,  and  the  majority  of  the 
children  come  from  the  modest  homes  and  flats  in  the  neighborhood 
of  the  school  itself. 

Jessie  Mackinder,  in  London,  is  one  of  the  very  few  European 
experimenters  to  have  subjected  her  experiment  to  objective  meas¬ 
urement.  She  has  used  Ballard’s  standardized  tests  to  compare  her 
product  with  that  of  other  London  schools.  Her  school  is  in  a  poor 
district;  many  of  the  children  come  from  ‘homes’  which  consist  of 
one  room  for  the  entire  family.  The  school  itself  has  only  a  walled- 
in  courtyard  for  play,  and  is  a  typical,  ugly  building,  such  as  was 
built  in  large  cities  in  many  parts  of  Europe  and  America  two  or 
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three  decades  ago.  The  classes  are  over-crowded — forty-five,  and 
even  fifty,  little  5-,  6-,  and  7-year-old  children  to  each  teacher. 

Part  of  the  experimental  evidence,  then,  is  gathered  from  big 
cities  Detroit,  Los  Angeles,  San  Francisco,  and  London — and 
covers  a  wide  range  of  children’s  abilities.  The  investigations  of 
Horn  and  of  the  Winnetka  Public  Schools,  on  the  other  hand,  have 
been  in  smaller  places. 

Ernest  Horn,  at  the  University  of  Iowa,  and  various  graduate 
students  under  his  direction,  have  carried  out  a  series  of  experi¬ 
ments  and  observations  over  a  period  of  seven  years  as  to  the  pos¬ 
sibilities  and  results  of  individual  work.  For  example,  Horn  repeated 
some  of  Burk’s  experiments  with  the  express  purpose  of  determin¬ 
ing  their  reliability,  and  confirmed  Burk’s  results.  Under  his  direc¬ 
tion,  McCrory  made  the  study  of  the  results  of  teaching  spelling 
individually  which  is  reported  farther  on  in  this  section. 

The  Detroit  and  the  Winnetka  experiments  have  been  so  extensive 
as  to  warrant  a  somewhat  fuller  statement  at  this  point  concerning 
the  conditions  under  which  the  data  later  to  be  presented  have  been 
attained.  Mr.  Courtis  first  describes  these  conditions  for  Detroit 
and  also  briefly  summarizes  the  main  outcomes. 


A.  Nature  of  the  Investigations  at  Detroit  and  Some 

Conclusions 
By  Stuart  A.  Courtis 
Detroit  Teachers  College 


Detroit  has  had  careful  scientific  experimentation  in  education 
since  1910;  a  Bureau  of  Instructional  Research  since  1914.  From 
the  beginning,  the  function  of  the  measurement  work  was  set  as  the 
improvement  of  instruction,  and  although  in  the  early  days  much 
time  was  given  to  the  determination  of  the  existing  efficiency  of 
teaching,  nevertheless  from  the  first  there  have  been  repeated 
efforts  both  to  change  for  the  better  the  existing  methods  of  instruc¬ 
tion,  and  to  measure  the  effects  of  such  changes  as  were  made. 

These  early  comparative  studies  led  to  the  formulation  and 
adoption  of  a  number  of  policies;  namely,  individualization  of  drill 
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in  the  tool  subjects,  limitation  of  training,  socialization  and  vital- 
ization  of  subject  matter,  use  of  subject  matter  as  means  not  ends, 
and  use  of  surplus  time  in  enriched  educational  activities  rather 
than  in  winning  double  promotions.  Once  policies  were  adopted 
as  guides,  experimental  work  was  directed  more  to  appraisal  of  the 
success  with  which  the  policies  were  being  carried  out  than  to  ap¬ 
praisal  of  merit  of  the  policies  themselves. 

Further,  the  early  work  in  Detroit  was  done  at  a  time  when  both 
tests  and  testing  technique  were  developing.  Very  many  of  the  early 
studies  were  imperfect  and  the  results,  while  of  value  at  the  time, 
were  not  considered  to  be  worth  saving.  Also,  almost  all  the  work  in 
Detroit  was  practical  in  character;  that  is,  it  was  organized  and 
carried  through  by  regular  school  agents  as  a  part  of  routine  work. 
Essential  conditions  were  thoroughly  safeguarded,  but  more  atten¬ 
tion  was  given  to  making  experiments  function  than  to  collecting 
and  organizing  the  resulting  data. 

As  a  consequence,  it  is  now  quite  impossible  to  tell  in  an  adequate 
fashion  the  story  of  experimentation  in  Detroit.  Very  many  records 
are  buried  in  discarded  files.  Many  more  lack  the  completeness  of 
minute  detail  which  would  be  necessary  to  give  them  scientific 
value.  What  has  been  done,  therefore,  is  to  select  a  number  of  typi¬ 
cal  studies  as  indicative  of  the  trend  of  experimentation  and  to  give 
with  these  the  general  conclusions  reached.  Early  studies  have  been 
taken  from  private  records,  from  superintendents’  reports,  or  from 
the  files  of  the  department;  more  recent  studies  from  published  re¬ 
ports  to  which  references  are  given  and  from  which  adequate  state¬ 
ment  of  conditions  of  experimentation  may  be  derived. 

In  interpreting  certain  of  the  Detroit  results  a  further  and  very 
important  consideration  must  be  kept  in  mind.  Changes  in  the  effi¬ 
ciency  of  instruction  have  been  due  to  the  operation  of  many  causes, 
not  one.  Without  very  elaborate  experimentation,  the  determination 
of  the  effect  of  merely  the  individualization  of  instruction  is  entire¬ 
ly  out  of  the  question.  Indeed,  one  of  the  studies  presented  makes 
clear  the  fact  that  individualization  of  instruction  involves  an  essen¬ 
tial  pupil-teacher  relationship  as  well  as  a  form  of  classroom  ad¬ 
ministration.  Consequently,  the  studies  reported  present  measure¬ 
ments  of  the  total  changes  brought  about  in  Detroit.  Some  of  the 
other  factors  to  which  consideration  must  also  be  given  are  (1) 
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objective  definition  of  goals,  (2)  improved  methods  of  classification 
of  children,  (3)  measurement  of  the  results  of  teaching,  (4)  im¬ 
proved  and  more  extensive  teacher  training,  (5)  improved  methods 
of  supervision,  (6)  democratization  of  instruction,  otherwise  known 
as  project  teaching.”  However,  all  of  these  are  directly  or  im¬ 
plicitly  associated  with  Detroit’s  program  for  the  individualization 
of  instruction,  so  that,  in  a  large  sense,  the  effects  described  may 
be  justly  ascribed  to  the  general  movement  as  a  cause. 

The  studies  selected  as  typical  of  the  lines  of  investigation  pur¬ 
sued  in  Detroit  lead  to  the  following  conclusions: 

(1)  Even  in  the  very  first  grades  where  the  situation  is  less  com¬ 
plex  than  in  the  higher  grades,  in  reading,  the  X-Y-Z  plan  of 
ability  grouping  does  not  eliminate  enormous  variation  in  individual 
achievement  and  progress,  nor  prevent  extreme  overlapping  from 
group  to  group,  or  grade  to  grade. 

(2)  Even  within  groups  selected  by  group  mental  tests  as  of 
equal  mental  capacity,  there  is  a  very  wide  range  in  individual  rates 
of  progress  as  soon  as  opportunity  for  them  is  provided. 

(3)  Practical  administration  of  individualized  lessons  in  hand¬ 
writing  in  Grades  3B-4A  on  a  large  scale  results  in  very  similar 
range  of  rates  of  progress  in  all  groups  and  grades. 

(4)  Individualization  of  instruction  saves  time  for  the  able  by 
limiting  drill  to  just  the  amount  necessary  to  achieve  standards, 
and  for  the  handicapped  by  enabling  them  to  master  thoroughly 
each  item  before  passing  to  the  next. 

(5)  Individualization  of  instruction  improves  efficiency  through 
increasing  the  number  of  children  who  profit  by  instruction  and  de¬ 
creasing  the  number  who  fail  to  gain  and  the  number  who  are 
affected  adversely. 

(6)  The  net  result  of  the  benefit  of  individualization  of  instruc¬ 
tion  is  to  increase  the  actual  average  efficiency  of  achievement  of 
the  group  as  a  whole. 

(7)  The  increase  in  efficiency  of  teaching  in  the  case  of  first- 
grade  reading  may  result  in  a  first-semester  class  having  an  achieve¬ 
ment  higher  than  that  of  the  regular  third-semester  class.  In  other 
words,  there  are  possibilities  of  very  great  improvement  in  the 
efficiency  of  mass  instruction. 

(8)  The  benefits  of  individualized  instruction  are  not  restrict- 
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ed  to  a  particular  subject.  The  general  principles  may  be  applied 
in  all  fields,  and  measurement  of  each  new  application  that  is  made 
confirms  the  conclusions  reached  in  other  fields. 


B.  Nature  of  the  Investigation  at  Winnetka 
By  C.  W.  Washburne 


The  most  complete  statistical  investigation  of  the  results  of  in¬ 
dividual  instruction  and  promotion  is  perhaps  that  which  was 
financed  by  the  Commonwealth  Fund  in  New  York.  It  was  a  self¬ 
survey  of  the  Winnetka  Public  Schools  during  1923-24,  with  the  aid 
and  advice  of  Dean  William  S.  Gray  of  the  University  of  Chicago. 
A  complete  record  of  the  investigation  is  about  to  be  published  in 
monograph  form.1 

A  research  worker,  Mabel  Vogel,  who  had  been  trained  under 
Burk,  who  had  taught  in  Winnetka,  and  who  had  visited  such 
European  experiments  as  those  of  Miss  Mackinder  and  Miss  Bassett 
in  London  and  Dr.  Decroly  in  Belgium,  was  employed  for  the  year 
to  carry  out  the  investigation,  under  the  general  direction  of  the 
Superintendent  of  the  Winnetka  schools  and  Dean  Gray.  She  was 
given  adequate  clerical  help.  She  and  her  assistants,  among  other 
things,  gave  some  28,000  intelligence  and  achievement  tests  to  the 
children  in  Grades  III  to  VII  in  the  Winnetka  schools  and  in  certain 
other  schools  with  which  Winnetka  was  to  be  compared. 

Considerable  care  was  exercised  in  the  selection  of  these  other 
schools.  A  public  school  system  in  a  suburb  with  almost  exactly  the 
same  population  and  social  composition  as  Winnetka  was  selected. 
A  progressive  experimental  private  school,  long  known  for  the  high 
standard  of  its  socialized  and  self-expressive  activity,  was  chosen 
as  representing  certain  of  the  ideals  which  the  Winnetka  schools 
seek  to  attain.  And  the  laboratory  school  of  a  large  university  was 
also  selected  for  comparison,  since  it,  like  the  Winnetka  schools, 


V7°g<t-  Mabel;  and  Gray,  Wm.  S.  Results  of  Fit- 
tmg  Schools  to  Iudvmduuls .  Supplementary  Monograph,  Journal  of  Edu¬ 
cational  Research,  Public  School  Publishing  Co.,  Bloomington,  HlinS, 
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attempts  to  embody  the  most  recent  results  of  scientific  research  in 
the  educational  field  and  to  carry  out  scientific  experiments  within 
the  school  itself. 

In  comparing  Winnetka  with  these  other  three  schools,  every 
possible  safeguard  was  taken  to  guarantee  the  entire  fairness  of  the 
various  studies.  This  even  went  to  the  extent  of  employing  a  disin¬ 
terested  outside  witness  to  be  present  at  the  time  tests  were  given. 
All  studies  were  made  by  the  same  person  in  such  a  way  as  to  yield 
strictly  comparable  results. 


I 


II.  THE  DATA 

The  results  of  the  Wlnnetka  studies  and  those  of  each  of  the  other 
studies  have  been  brought  to  bear  on  these  nine  questions: 

I.  Does  the  attempt  to  group  children  by  ability  result  in  adapta¬ 
tion  to  individual  differences? 

II.  Does  individual  work  save  time? 

III.  Does  individual  work  increase  or  decrease  socialized  and  self- 
expressive  activities? 

IV.  Does  individual  work  put  children  through  school  too  fast? 

V.  Does  individual  work  decrease  retardation? 

VI.  Is  individual  instruction  more  or  is  it  less  effective  than  class 
instruction  in  teaching  tool  subjects? 

VII.  Does  individual  instruction  cost  more  than  class  instruction? 

VIIL  Does  individual  instruction  place  too  heavy  a  burden  on  the 
teacher  ? 

IX.  How  does  individual  work  in  the  elementary  school  affect 
pupils’  efficiency  in  the  high  school? 
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I.  DOES  THE  ATTEMPT  TO  GROUP  CHILDREN  BY  ABILITY 

RESULT  IN  ADAPTATION  TO  INDIVIDUAL  DIFFERENCES? 

Many  schools  are  attempting  to  solve  the  problem  of  adjustment 
to  individual  differences  by  grouping  the  children  in  supposedly 
homogeneous  ability-groups,  then  giving  each  group  the  type  of  in¬ 
struction  that  would  presumably  be  best  fitted  to  the  needs  of  the 
children  who  compose  it.  The  popularity  of  this  movement  makes  it 
highly  important  to  know  accurately  whether  such  ability  grouping 
can  accomplish  its  object — whether  children  can  be  classified  in 
homogeneous  groups ;  whether  groups  which  appear  relatively  homo¬ 
geneous  at  the  beginning  remain  so  during  instruction;  and  whether 
the  same  instruction  and  time  are  required  by  all  children  within 
each  group. 

Fortunately,  considerable  evidence  is  available.  The  Detroit  public 
schools  have  used  ability  grouping  for  several  years  and  have  fur¬ 
nished  accurate  data  on  certain  aspects  of  this  question.  In  Los 
Angeles  additional  studies  have  been  made.  The  records  of  the  San 
Francisco  State  Teachers'  College  throw  valuable  light  on  the  sub¬ 
ject.  The  Winnetka  Public  Schools  have  contributed  their  quota  of 
evidence.  And  Ernest  Horn,  of  the  University  of  Iowa,  has  gathered 
material  of  high  significance. 


A.  Data  on  Ability-Grouping  from  Detroit 

By  Stuart  A.  Courtis 
Detroit  Teachers’  College 


The  Detroit  results  prove  conclusively  that,  whether  instruction 
is  individualized  or  not,  children  of  each  level  of  intelligence,  as 
shown  by  scores  in  mental  tests,  have  a  very  wide  range  of  achieve¬ 
ment  and  very  different  rates  of  progress  in  any  specific  skill. 

In  support  of  this  conclusion,  the  following  table  presents  a  per¬ 
centage  distribution  of  the  scores  in  the  Detroit  Group  Vocabulary 
test  of  children  in  the  X,  Y,  and  Z  sections  of  the  first  three  half 
grades,  January,  19222,  showing  wide  range  of  achievement  within 

2  E.  F.  Oglesby.  "A  study  of  achievements  in  reading  of  X,  Y  Z 
groups.”  Detroit  Journal  of  Education,  April,  1922,  p.  69. 
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each  group  and  much  overlapping  from  group  to  group,  and  from 
grade  to  grade. 


Table  1. — Distribution  of  Scores  on  Group  Vocabulary  Test 
(Based  on  scores  of  1050  pupils  in  42  schools) 

Grades  and  Groups 


1  B 


Score  X  Y  Z 


30  22  8 

25  25  12  2 

20  18  23  3 

15  15  17  12 

10  10  18  26 

6  10  16  33 

0 _ 6  24 

Medians  24.1  17.9  8.9 


1  A 


X 

Y 

Z 

44 

16 

3 

26 

17 

4 

13 

17 

15 

8 

17 

23 

5 

14 

25 

2 

15 

18 

2 

4 

12 

28.3  20.3  14.0 


2  B 


X 

Y 

Z 

54 

29 

14 

28 

12 

15 

13 

19 

19 

4 

18 

17 

1 

13 

11 

8 

15 

1 

9 

30.6 

24.7 

19.4 

The  table  is  to  be  read  as  follows:  in  the  IB  grade,  X  group,  22 
percent  of  the  children  made  a  score  of  from  30  to  34  (in  the  Group 
Vocabulary  Test  based  upon  the  first-grade  work  in  reading),  25 
percent  made  a  score  of  from  25  to  29,  etc. 

In  one  of  the  experiments  with  individualized  material  in  reading, 
the  intelligence  ratings  of  the  children  by  the  Psychological  Clinic 
were  available  for  study.  The  scheme  used  by  the  Clinic,  based  upon 
Detroit  First-Grade  Group  Intelligence  Test,  is  as  follows : 


Letter  Rating 
A 
B 

C+ 

c 


Position  in  Group 
Highest  8  percent 
Next  12  percent 
Next  24  percent 
Middle  24  percent 


Letter  Rating  Position  in  Group 

C —  Next  18  percent 

D  Next  12  percent 

E  Lowest  8  percent 


The  time  required  by  the  individual  children  to  finish  the  series 
of  lessons  ranged  from  12  days  to  77  days.  In  the  figure,  each  vertical 
line  represents  a  child.  The  length  of  the  line  shows  the  number  of 
days  required  to  finish  the  lessons.  To  save  space  the  C+  and  C— 
groups  are  omitted.  The  other  children  are  shown  in  groups.  Note 
that  for  the  children  in  the  A  group,  the  total  time  required  to  fin¬ 
ish  ranges  from  15  to  53  days.  Similar  variation  occurs  in  the  other 
groups.  In  terms  of  average  time  required  to  finish  (horizontal 
lines)  the  A  group  has  a  lower  average  (midscore)  than  the  B  group 
and  the  B  group  a  lower  average  than  the  C  group.  The  significant 
detail,  however,  is  the  range  within  each  group.  Neither  the  ex- 
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ceptional  children  nor  any  of  the  others  form  a  homogeneous  group 
which  learn  at  the  same  rate. 

The  same  facts  are  shown,  perhaps  more  forcibly,  although  less 
graphically  in  Table  2,  which  is  based  upon  116  first-grade  children. 
The  table  is  to  be  read  as  follows:  33  percent  of  the  15  children 
rated  A  finished  the  series  of  lessons  in  from  10-19  days,  20  per¬ 
cent,  or  3,  children  finished  in  20-29  days,  and  so  on.  The  vertical 
columns  show  the  percentages  of  children  in  each  group  which  finish 
m  a  given  period.  Horizontal  comparisons  show  the  relative  chances 


Day* 


licence  Ratings  to  Complete  Certain  Work  in  Reading 


of  children  of  different  intelligence  levels  to  finish  in  a  given  time. 
Thus  an  A  child  has  33  chances  in  a  hundred  of  finishing  the  series 
in  less  than  20  days,  a  B  child  16  chances,  a  C  child  3  chances,  and 
so  on. 

Intelligence  is  thus  a  factor  determining  progress,  but  by  no 
means  the  only  factor,  so  that  grouping  on  an  intelligence  basis  is 
only  a  partial  solution  of  the  problem  of  individual  differences.  A 
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complete  solution  is  furnished  by  individualization  of  instruction 
where  any  child,  whether  his  intelligence  is  A,  B,  C,  D,  or  E,  may 
go  as  fast  or  as  slowly  as  his  condition  at  the  time  demands. 


Table  2. — Relation  Between  Intelligence  and  Time  Required  to 
Finish  a  Series  of  Individual  Lessons  in  Beginning 

Reading 


(Based  upon  the  records  of  116  B-lst  children.  Numbers  express  per¬ 
centages  of  the  intelligence  groups.) 


Days 

Required 

to 

Finish 

Intelligence  Ratings 

A 

B 

C  -f-  y  c,  c — 

D,  E 

10-19 

33 

16 

3 

20-29 

20 

19 

12 

30-39 

27 

36 

34 

40-49 

13 

16 

20 

50-59 

7 

10 

21 

33 

60-79 

0 

3 

10 

67 

Total 

100 

100 

100 

100 

Cases 

15 

31 

67 

3 

In  further  support  of  the  conclusion,  Table  3  shows  the  num¬ 
ber  of  lessons  in  handwriting  completed  successfully  at  the  end 
of  the  first  six  weeks  of  the  February- June  semester,  1924,  grades 


Table  3. — Individual  Progress  in  Handwriting3 
(Percent  of  children  in  each  grade  completing  successfully  the  number  of 
lessons  indicated.  Based  on  records  of  1839  children.) 

Grades  and  Groups 

3  B  3  A  4  B  4  A 


Lesson 

X 

Y 

Z 

X 

Y 

Z 

X 

Y 

Z 

X 

Y 

Z 

1 

8 

4 

5 

3 

1 

1 

2 

4 

8 

2 

4 

3 

2 

15 

16 

25 

5 

4 

6 

6 

7 

6 

4 

5 

5 

3 

19 

24 

22 

7 

7 

14 

10 

16 

13 

7 

6 

14 

4 

18 

22 

12 

12 

13 

18 

14 

16 

18 

10 

10 

7 

5 

15 

18 

12 

13 

18 

17 

12 

17 

17 

15 

13 

24 

6 

19 

6 

12 

13 

15 

14 

9 

19 

15 

17 

14 

21 

7 

0 

4 

7 

15 

13 

14 

13 

8 

11 

15 

15 

11 

8 

4 

3 

0 

8 

9 

5 

12 

5 

8 

9 

10 

7 

9 

2 

3 

5 

9 

7 

3 

9 

4 

3 

6 

8 

1 

10 

2 

4 

3 

6 

0 

1 

4 

4 

O 

11 

3 

3 

2 

4 

1 

3 

5 

1 

12 

5 

3 

1 

1 

2 

5 

3 

3 

13 

3 

2 

2 

2 

1 

1 

1 

14 

1 

1 

2 

1 

15 

2 

1 

0 

Median 


Lessons  4 
Completed 


6  6 


8  From  records  of  Miss  Lena  M.  Shaw,  Supervisor  of  Penmanship, 
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3B  to  4A.  The  Detroit  Standard  Practice  Tests  in  Handwriting  pro¬ 
vide  for  complete  individualization  of  instruction,  and  yet  the 
figures  below  reveal  very  wide  ranges  in  rates  of  progress  in  every 
group  and  grade. 

The  table  is  to  be  read  as  follows:  at  the  end  of  the  first  six 
weeks  of  the  semester,  8  percent  of  the  3B  X  children  were  still 
working  on  Lesson  1,  15  percent  on  Lesson  2,  etc.  The  medians  of 
number  of  lessons  completed  in  six  weeks  in  the  X,  Y,  and  Z  groups 
were  4,  4,  3,  respectively. 

Many  similar  records  might  be  shown.  All  of  them  prove  that 
when  provision  is  made  for  individual  progress,  children  in  each 
group  move  forward  at  rates  which  vary  widely.  The  child  of  ex¬ 
ceptional  capacity,  handicapped  by  ill  health,  poor  home  conditions, 
etc.,  may  and  does  make  slow  progress,  while  the  child  of  low  men¬ 
tality  under  favorable  conditions  may  and  does  make  rapid  progress. 
Complete  individualization  of  instruction,  whenever  the  goal  is  ac¬ 
quisition  of  knowledge  or  skill,  is,  in  the  writer’s  judgment,  the 
only  complete  solution  of  the  problem  of  adjustment  to  individual 
differences.  Grouping  on  the  basis  of  mental  capacity  is  merely  an 
expedient,  not  a  final  solution. 

Perhaps  the  best  proof  that  children  do  not  fall  into  permanent 
natural  ability  groupings  so  specialized  that  they  may  be  taught  as 
a  class  of  homogeneous  ability  in  all  subjects  is  furnished  by  the 
evidence  from  achievement  tests.  The  Detroit  scheme  of  tabulation 
places  a  child  in  one  of  five  classes  with  respect  to  the  standard  for 
his  subject  and  grade4.  The  general  scheme  of  tabulation  is  uniform 
for  all  subjects.  If  there  were  natural  ability  groupings,  a  child  in 
Group  III  in  one  subject  would  be  in  Group  III  in  all. 

The  individual  records  from  26  schools  were  canvassed  and  the 
record  cards  of  all  pupils  in  the  4B  grade  present  for  both  the 
initial  and  the  final  tests  in  reading,  writing,  arithmetic,  spelling, 
and  composition,  and  having  their  section  group  recorded,  were 
selected  for  a  study  of  constancy  of  position5.  The  midscore  position 
of  each  child  was  used  as  a  measure  of  position  and  the  number  of 
different  positions  was  used  as  a  measure  of  inconstancy.  For  in- 


4  See  page  146. 

Special  tabulation  made  by  P.  T.  Rankin,  Assistant  Director  in 
olmrge  of  Instructional  Research.  director  in 
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stance,  if  a  child  was  found  to  be  in  Group  IV  in  reading,  Group 
III  in  writing  and  in  arithmetic,  Group  V  in  spelling,  and  Group 
II  in  composition,  his  position  was  considered  to  be  Group  III  and 
the  number  of  different  groups  as  four.  The  corresponding  measures 
for  a  child  whose  score  placed  him  in  Group  III  in  all  five  tests 
were  “III”  and  “one.” 

The  consolidated  results  are  shown  in  Table  4. 


Table  4. — Measurement  of  Constancy  of  Achievement  Groupings  in 
Initial  Tests,  February,  1924,  and  in  Final  Tests,  June,  1924. 
Number  of  Children  in  Each  Achievement  Group  and  the 
Number  of  Different  Positions  in  Which  They  Are 

Found 

(Subjects:  162  X  Children,  251  Y  Children,  140  Z  Children,  Total  553. 
Grade  4B.  Based  on  Scores  in  Reading,  Writing,  Arithmetic,  Spelling, 
and  Composition.) 


INITIAL  TESTS 

Groups  X  Y  Z 


Number  of 


Different 

Positions 

1 

2 

3 

4 

5 

1 

2 

3 

4 

5 

1 

2 

3 

4 

5 

Mid  Group 

T 

ii 

12 

5 

1 

2 

hi 

5 

21 

27 

1 

2 

7 

7 

3 

3 

2 

IV 

9 

36 

14 

1 

26 

70 

19 

7 

13 

2 

V 

2 

22 

8 

16 

67 

32 

24 

77 

8 

2 

Total 

2 

36 

77 

46 

1 

17 

95 

109 

27 

3 

24 

84 

26 

6 

0 

Percent 

1 

22 

48 

28 

1 

7 

38 

43 

11 

1 

17 

60 

19 

4 

0 

Final 

Tests 
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X 

Y 

Z 

Number  of 

Different 

1 

2 

3 

4 

5 

1 
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3 

4 

5 

1 

2 

3 

4 

s 

Positions 

Mid  Group 

1 

1 

6 

4 

2 

II 

1 

12 

26 

15 

5 

13 

16 

1 

8 

8 

III 

8 

35 

29 

2 

6 

67 

52 

8 

3 

25 

19 

IV 

1 

8 

6 

4 

33 

24 

4 

32 

12 

V 

1 

4 

3 

3 

15 

3 

1 

17 

10 

Total 
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31 

76 

50 
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Percent 
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For  convenience  in  making  comparisons,  the  percentage  totals 
from  Table  4  are  repeated  in  Table  5  in  different  groupings: 


Table  5. — Comparison  op  Initial  and  Final  Tests 


Group 

X 

Y 

Z 

Positions 

1 

2  3  4  5 

1 

2  3 

4 

5 

1 

2  3 

4  6 

Initial 

1 

22  48  28  1 

7 

38  43 

11 

1 

17 

60  19 

4  0 

Final 

2 

19  47  28  1 

0 

7  52 

38 

3 

1 

18  53 

28  0 

Changes 

+  1 

—3—1  +3  0 

—7 

—31  +9  +27  +2 

—16 

—12  +34  +24  0 

The  work  of  the  term  made  small  changes  in  the  number  of  dif¬ 
ferent  positions  held  by  the  X’s  in  different  subects,  but  greatly  in¬ 
creased  the  spread  of  the  Y’s  and  the  Z’s,  the  Z’s  more  than  the  Y’s. 
In  all  groups,  at  the  end  of  the  semester,  approximately  80  percent 
of  the  children  are  classified  in  from  three  to  four  different  achieve¬ 
ment  groups  with  respect  to  the  standards  in  the  five  subjects. 

Table  6. — Comparison  of  X  Y  Z  Groups 


Time  of  Test  Initial  Final 


Position 

1 

2 

3 

4 

5 

1 

2 

3 

4 

5 

X 

1 

22 

48 

28 

1 

2 

19 

47 

31 

1 

Groups 

Y 

7 

38 

43 

11 

1 

0 

7 

52 

38 

3 

Z 

17 

60 

19 

4 

0 

1 

18 

53 

28 

0 

Group  as  a  whole 

8 

39 

38 

14 

1 

1 

13 

51 

33 

2 

In  both  the  initial  and  final  tests,  the  greater  the  ability  of  the 
pupils,  the  larger  the  number  of  positions  they  occupy  with  refer¬ 
ence  to  the  standards  in  the  different  subjects.  Not  only  do  children 
not  fall  into  groups  of  relatively  equal  ability  in  all  subjects,  but 
the  training  given  in  the  Detroit  schools  tends  to  increase  rather 
than  decrease  the  diversity.  The  number  of  children  who  maintain 
a  constant  position  in  all  subjects  is  very  small,  approximately  8 
percent  at  most.  Half  the  children  are  in  at  least  three  different 
positions  with  respect  to  the  standards  in  the  five  subjects  under 
any  form  of  mass  instruction.  The  administrative  difficulties  of 
providing  a  fixed  class  organization  which  shall  nevertheless  permit 
adjustment  of  work  to  individual  needs  are  very  great.  However, 
individualization  of  instruction,  through  practice  test  materials 
based  upon  the  unit-task,  individual-progress  idea,  provides  a  solu¬ 
tion  which  is  both  administratively  feasible  with  large  masses  of 
children  and  educationally  efficient. 
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B.  Data  on  Ability-Grouping  from  Los  Angeles 
By  Elizabeth  T.  Sullivan 

University  of  California,  Extension  Division,  Los  Angeles,  California 

An  investigation  was  undertaken  in  the  low  fourth  grades  in 
seventeen  elementary  schools  of  Los  Angeles,  where  the  children 
had  been  classified  previously  into  three  groups,  Accelerated  (X), 
Average  (Y),  and  Retarded  (Z),  on  the  basis  of  the  “promotion 
quotients”  worked  out  from  scores  made  on  the  following  tests: 
Haggerty  Delta  I,  Haggerty  Sigma  I,  Thorndike-McCall  Reading 
Scale  No.  2,  Woody-McCall  Mixed  Fundamentals,  and  a  modified 
Ayres  Spelling  Test.  Follow-up  tests,  the  nature  and  results  of 
which  appear  here,  were  given  by  seventeen  school  counselors  to  all 
the  B4  pupils  classed  as  Retarded  (Z)  in  these  seventeen  schools, 
and  to  an  equal  number  of  Accelerated  (X)  and  Average  (Y) 
pupils  of  B4  grade  in  the  same  schools,  determined  by  selecting 
every  other  name  on  the  register  of  these  two  groups.  Attention 
was  given  to  securing  as  far  as  possible  a  balance  between  the  sexes. 
Five  hundred  and  seven  children  were  selected,  including  approx¬ 
imately  143  X,  170  Y,  and  194  Z  pupils. 

The  tests  were  given  individually.  The  investigator  made  definite 
observation  as  to  the  child’s  method  of  work,  his  particular  diffi¬ 
culties,  and  his  emotional  reactions. 

Measures  were  secured  for  weight,  vital  capacity,  strength  of 
grip,  rate  of  movement  (tapping),  vision,  hearing,  visual  apprehen¬ 
sion,  logical  memory,  association  time,  reading,  arithmetic,  temper¬ 
ament,  disposition,  mental  acumen,  environmental  conditions  (home, 
school,  neighborhood). 

For  lack  of  space,  and  because  of  the  similarity  in  the  relations 
among  the  three  groups,  only  a  limited  number  of  graphs  are  in¬ 
cluded.  The  graphs  appearing  in  Figure  2  are  selected  as  typical 
of  the  others.  These  eight  graphs  are  typical  of  many  more.  The 
three  heavy  vertical  lines  on  each  graph  represent,  from  left  to 
right,  the  lower,  middle,  and  upper  quartiles  of  the  distribution. 
Read  the  graph  as  follows,  beginning  with  the  chronological  age  of 
the  Z  group:  One  child  was  98  months  old,  one  104  months  old,  two 
107  months  old,  one  each  108,  109,  110,  111,  112,  113  months  old,  two 


STATISTICAL  RESULTS 


149 


Ch>-ono!o|ic.dl  R^e 

On  month*] 

r.  dlk 

r^|%u 

\~l_ 

IX  II 

, ViW  capacity  —f  "|_ 

[t  oqO 

iwv _ a  Y  1 

*  f1"  i 

»  *©  Ik©  .Jo  »4o  **  to  8c  .<*>  ,9<t 

n 

IfO  /fc»  Itm  »«, 

rj  8  |  Ttete  of  movement 

. .  v  _h- 

Xiuin/yr|r^  ...  X  _j-j  1 

40  So  t«  To  to  %»  '*»  «%»  mo  to*  »Ho  nb  Co  to  ito. 

T1 

J 

,to  I**  It.  » 

lojicat  inemorie*  Association  {-, 

*  .  X  r-U -SJ 

*  5  <•  It  *>  a  *>  st  lo  if  ■  It.  M  Ho  V  IX. 

8o  4?  f»  * 

/tedding  5peed  ^_^  Jteddlng  Accuracy 

crtlin _ 

-  ^iLkh^.,  -H~K_ 

x;  x  JxHl^ 

10  +  »  *  f*  M-  -  jy  -  fc-sr  .  *  ctwkT  ?  !  V^~r 

Figure  2.— Comparisons  of  X,  Y,  and  Z  Groups  in  Los  Angei.es 


150 


THE  TWENTY-FOURTH  YEARBOOK 


115  months  old,  and  so  on.  The  lower  quartile  age  was  125  months, 
the  median  age  130  months,  and  upper  quartile  age  140  months. 

The  following  conclusions  emerge: 

1.  Considered  as  a  whole,  the  retarded  group  leads,  the  average 
group  maintains  a  second  position,  and  the  accelerated  group  a 
third  position  in  chronological  age,  weight,  and  in  all  the  tests  of 
physical  and  motor  capacity. 

2.  The  situation  is  exactly  the  reverse  for  the  groups  in  all  the 
tests  of  mental  ability,  of  educational  accomplishment,  and  in  the 
estimates  of  advantages  of  school,  home,  and  neighborhood,  in 
which  the  accelerated  tend  to  be  the  most  favored,  the  retarded  the 
least  favored,  while  the  average  maintain  a  middle  position  between 
the  other  two  groups. 

3.  In  sensory  capacity  no  marked  differences  appear  in  any  of 
the  groups,  except  that  instances  of  the  more  serious  defects  of 
hearing  and  vision  are  more  frequent  in  the  average  and  the  retard¬ 
ed  groups. 

4.  The  groups  are  about  evenly  distributed  as  regards  the  classi¬ 
fication  of  temperament,  with  the  exception  that  a  considerable 
percent  of  the  retarded  group  are  judged  as  in  a  state  of  partial  in¬ 
hibition.  This  group  shows  also  a  large  percent  of  children  whose 
dispositions  are  rated  as  pleasant  and  agreeable  most  of  the  time. 

5.  The  group  tests  employed  in  the  initial  reclassification  of  these 
children  have  served  effectively  as  a  rough  measure. 

6.  A  striking  characteristic  of  all  the  ‘follow-up*  tests  is  the  wide 
range  in  the  distribution  of  scores  made  by  the  children  in  the  three 
groups. 

7.  The  differences  between  the  groups  in  the  tests  of  mental 
ability  are  significant:  the  retarded  group  are  at  a  disadvantage 
with  respect  to  rate  of  perception,  range  of  visual  apprehension, 
ability  to  form  new  associations  by  repetition,  and  strength  of  log¬ 
ical  memory,  all  of  which  tend  to  lengthen  the  learning  time  for 
these  children. 

8.  A  second  reclassification  fruitful  of  results  might  be  made  bv 
grouping  the  children  wherever  possible  according  to  their  per¬ 
centile  performance,  including  in  the  accelerated  group  all  those 
who  are  at  or  above  the  75th  percentile  in  several  of  the  tests  of 
mental  ability,  in  the  average  group  those  included  between  the 
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25th  percentile  and  the  75th  percentile,  and  in  the  retarded  group 
those  scoring  below  the  25th  percentile  level.  Reclassification  on  this 
basis  would  result  in  still  more  homogeneous  groups  and  would 
permit  of  more  careful  observation  of  the  individual  difficulties,  a 
differentiation  in  the  amount  of  time  necessary  in  the  separate 
groups  for  the  processes  of  perception  and  association  and  memory, 
more  carefully  planned  material  for  instruction,  and  more  frequent 
relearning  at  the  point  where  relearning  counts  for  each  child. 

Comment  by  C.  W.  Washburne 

While  Dr.  Sullivan  makes  out  a  good  case  for  the  consistent  results 
of  the  classification,  she  does  not  point  out  the  most  significant  fea¬ 
ture  of  all  her  graphs— to  wit,  that  the  overlap  of  the  three  groups  in 
every  measure  is  very  great  indeed.  The  difference  between  the  cen¬ 
tral  tendencies  of  even  the  highest  and  lowest  groups  is  always  much 
less  than  the  range  of  abilities  within  any  one  group.  At  least  a 
fourth  of  the  middle  group  made  as  good  a  record  as  the  bottom 
half  of  the  best  group,  and  at  least  a  fourth  of  the  poorest  group 
made  as  good  a  record  as  the  bottom  half  of  the  middle  group  in 
every  measure  of  ability  or  performance.  One  glance  at  Miss  Sulli¬ 
van’s  graphs  shows  the  absurdity  of  considering  the  groups  as  homo¬ 
geneous— this  in  spite  of  the  fact  that  the  consistency  of  her  results 
shows  the  grouping  to  have  been  as  reliable  as  such  grouping  can  be. 


C.  Data  on  Ability-Grouping  from  Winnetka 
By  Carleton  W.  Washburne 


The  Winnetka  survey  indicated  clearly  that  children  do  not  fall 
into  ability  groups,  except  in  the  most  general  sort  of  way.  Data  to 
support  this  statement  were  summarized  and  shown  graphically  in 
the  23rd  Yearbook,  Part  I,  in  the  section  on  the  “Attainments  of 
Gifted  Children  under  Individual  Instruction.”  The  graph  is  repro¬ 
duced  herewith  (Fig.  3). 

From  these  data  it  is  evident  that,  unless  deliberately  held  to¬ 
gether,  children  of  the  same  intelligence  quotient  range  scatter 
widely  in  their  school  progress. 
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The  records  of  367  children,  in  Grades  III  to  VIII,  allowed  to 
progress  individually  for  two  years  under  the  Winnetka  plan,  were 
divided  into  three  groups  according  to  intelligence  quotients.  The 
top  quarter,  ranging  in  I.  Q.  from  123  to  166,  were  considered  as 


<SSS5 

M 

1 

Of 

0 

FT 

9 

HJ 

3 

3  R 

7  0 

EH 

3 

A 

n 

4 

RE 

m 

3 

EI 

2 

1 

l 

T-fc 

L 

3 

4- 

Mob 

MON 

2 

IT 

TI 
3  i 

HS 

IS 

4 

5 

3 

A 

3  ’ 

DVA1 

7  8 

MC 

3  1 

El 

0 

1 

11 

21 

31 

141 

51 

10 

SO 

18 

16 

- - 

V 

s 

Gi»  iLu  Is 

io 

GROUP  I 

4 

2 

O 

«© 

+ 

t 

T 

r 

7 

'V' 

\ 

y 

\ 

y 

s 

y 

N 

-t 

60 

56 

Middle  1 

40 

GROUP  £ 

28 

£4 

20 

16 

12 

8 

4 

Low  1 

GROUP  !c 

=f 

— 

± 

t 

-M 

CY 

— 

H 

s 

s 

7 

l-i 

7^ 

M 

' 

— 

T 

14,' 

~y~ 

\ 

$ 

t\ 

/ 

/ 

/ 

V 

1 

_I 

ZEZ 

rig.  2 


Figure  3. — Comparative  Progress  Records  op  Winnetka  Chil¬ 
dren  According  to  Intelligence  Quotients 

The  “gifted  group”  contains  the  fourth  of  the  children  having  the 
highest  I.  Q.’s  (National).  The  low  group  contains  the  records  of  the 
children  with  the  lowest  fourth  of  intelligence  quotients.  The  middle 
group  consists  of  the  middle  half  of  the  children.  Read  the  chart  as  fol¬ 
lows,  beginning  at  the  right  of  the  upper  distribution:  The  most  rapid 
progress  in  the  gifted  group  was  made  by  one  child  who  was  1  year  6 
months  (15  months)  advanced  at  the  end  of  2  years  of  individual  work. 
One  child  was  1  year  5  months  (14  months)  advanced;  no  children  were 
12  or  13  months  advanced;  2  children  were  1  year  2  months  (11  months) 
advanced;  3  children  were  1  year  1  month  (10  months)  advanced;  4 
children  were  1  year  (9  months)  advanced,  etc. 

the  “gifted  group;”  the  middle  half,  with  I.  Q.’s  from  100  to  122, 
were  classified  as  the  “middle  group,”  and  the  bottom  fourth  of  the 
children,  I.  Q.’s  60  to  100,  were  called  the  “low  group.” 

The  central  tendencies  of  these  groups  revealed  the  differences 
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one  would  expect  the  median  child  of  the  gifted  group  progressed 
more  rapidly  than  the  median  child  of  the  middle  group,  and  he  in 
turn  progressed  more  rapidly  than  the  median  child  of  the  low 
group.  This  was  true  in  every  subject  measured  and  in  the  average 
of  all  subjects. 

The  striking  thing,  however,  was  the  overlap  of  the  groups. 
Nearly  half  the  children  of  the  gifted  group  made  poorer  progress 
than  the  top  fourth  of  the  middle  group.  The  top  fourth  of  the  low 
group  even  excelled  the  bottom  fourth  of  the  gifted  group.  (See 
Figure  3.)  Consequently,  had  those  children  been  classified  into 
ability  groups  by  I.  Q.,  large  numbers  of  each  group  would  have 
°een  held  to  standards  either  above  or  below  their  natural  ability. 

It  is  true  that  most  advocates  of  ability  grouping  nowadays  favor 
a  combination  of  intelligence  quotient,  achievement  quotient,  and 
teacher  judgment,  rather  than  a  mere  intelligence  quotient  method 
of  classification.  But  the  correlation  of  these  is  such  that  in  many 
children  the  three  factors  will  point  in  three  different  ways,  and 
a  classification  would,  therefore,  be  a  mere  compromise. 

Ability  grouping  usually  assumes,  first,  that  intelligence  quotient 
and  school  progress  go  hand  in  hand,  and  second,  that  a  child  who 
is  good  in  one  subject  is  good  in  all.  While  both  these  statements 
are  often  true,  both  are  also  often  false.  Within  the  gifted  group, 
and  within  the  middle  group,  no  correlation  was  found  in  Winnetka 
between  intelligence  and  individual  progress  (r  =  .07  and  .08,  re¬ 
spectively).  e  It  is  only  when  children  are  lumped  indiscriminately 
that  positive  correlation  appears,  and  then  only  in  such  amount  (r  = 
.587)  as  to  leave  many  individuals  for  whom  there  is  no  apparent 
relation  between  school  progress  and  intelligence. 

The  Winnetka  data  on  the  relation  of  school  progress  in  one  sub¬ 
ject  to  that  in  another  show  the  same  thing.  The  coefficient  of  cor¬ 
relation  between  reading  ability  and  arithmetic  ability  is  .75,  that 
between  reading  and  formal  language  (punctuation  and  capitaliza¬ 
tion)  .79,  and  that  between  formal  language  and  arithmetic  .86. 
While  all  of  these  are  positive  and  high,  they  still  leave  many  cases 
of  individual  children  for  whom  there  is  no  relation  between  prog¬ 
ress  in  one  subject  and  that  in  another.* * 7 


<5  In  the  low  group  the  large  difference  betweeen  a  child  of  I  O  fin 

one  of  I.Q.  100  brought  a  correlation  coefficient  of  r  =  407  ^  d 

7  See  Figures  3  and  4,  pp.  256-8,  in  the  Twenty-third  Yearbook,  Part  I. 


154 


THE  TWENTY-FOURTH  YEARBOOK 


Out  of  201  children  who  did  more  than  a  grade  a  year  in  reading, 
48  did  only  a  grade  a  year  or  less  in  arithmetic  and  32  did  just  a 
grade  a  year  or  less  in  language. 

These  data  show  clearly  the  fallacy  of  assuming  that  every  child 
who  is  strong  either  in  intelligence  or  in  any  one  subject  is  strong 
in  the  others.  They  therefore  tend  to  show  that  ability  grouping 
does  not  make  adequate  provision  for  individual  differences. 


D.  Data  on  Ability-Grouping  from  the  San  Francisco  State 

Teachers’  College 

By  Mary  A.  Ward,  Grace  E.  Carter,  Hilda  M.  Holmes,  and 

Cecilia  Anderson 


The  following  tables  represent  the  actual  number  of  days  taken 
by  each  child  who  is  now  in  the  primary  department  of  our  school 
to  complete  the  first  and  second  grades  in  reading  and  arithmetic. 
These  grades  were  chosen  for  illustration  as  our  records  are  fullest 
at  this  point.  A  course  of  study  precedes  the  table  for  each  grade. 
This  outline  shows  the  amount  of  work  accomplished  by  each  child 
in  the  time  stated  in  the  table.  Note  the  great  variation  in  time 
taken  by  children  to  complete  the  same  unit  of  work. 

i 

1.  Reading  Records 

Table  7  shows  the  variation  in  rates  of  progress  of  99  pupils  who 
completed  the  following  course  of  study  in  low-first-grade  reading: 

Goals:  (1)  Ability  to  read  and  reproduce  the  thought  in  any  story 
in  the  State  primer;  (2)  ability  to  recognize  out  of  content  the 
basic  vocabulary  of  120  words;  (3)  ability  to  read  two  other 
primers. 


Table 

7.- 

-Days 

Required  by  Each 
First-Grade 

Child  to 
Reading 

Attain  Goals 

IN 

Low- 

4 

6 

14 

19 

20 

20 

23 

23 

25 

25 

27 

28 

28 

29 

30 

30 

32 

33 

35 

36 

36 

37 

40 

43 

43 

44 

44 

44 

46 

47 

47 

50 

50 

52 

53 

54 

54 

54 

56 

56 

57 

58 

59 

60 

60 

60 

62 

62 

63 

64 

64 

64 

64 

65 

65 

65 

66 

66 

66 

67 

68 

68 

68 

69 

69 

69 

70 

70 

70 

70 

71 

71 

71 

73 

74 

74 

75 

75 

75 

78 

79 

79 

79 

79 

80 

114 

81 

130 

85 

162 

88 

88 

89 

89 

90 

92 

101 

105 

109 
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The  numerical  data  in  Table  7  are  exhibited  graphically  in  Figure 
4,  which  is  read  as  follows :  one  child  attained  the  goals  in  four  days, 
another  in  six  days,  the  next  in  fourteen  days,  and  so  on. 


Table  8  shows  the  variation  in  rate  of  progress  of  98  children 
who  completed  high-first-grade  reading  when  the  goal  was:  the 
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State  First  Reader  and  a  sufficient  number  of  books  selected  from 
the  first-grade  reading  list  to  give  the  pupil  power  to  read  any 
material  on  that  level. 


Table  8. — Days  Required  by  Each  Child  to  Complete  High-First- 

Grade  Reading 


6 

8 

10 

13 

15 

15 

20 

20 

20 

20 

20 

20 

21 

27 

27 

28 

37 

37 

48 

41 

42 

42 

44 

44 

44 

45 

47 

47 

48 

48 

48 

49 

49 

50 

50 

51 

54 

54 

54 

55 

55 

57 

58 

58 

58 

59 

60 

60 

60 

62 

63 

66 

66 

70 

71 

74 

80 

83 

87 

90 

91 

93 

99 

100 

105 

106 

107 

110 

111 

115 

116 

118 

120 

124 

125 

125 

126 

129 

133 

134 

140 

145 

154 

156 

158 

162 

184 

185 

209 

217 

232 

243 

286 

Table  9  shows  similar  data  for  94  children  who  completed  low- 
second-grade  reading  when  the  goal  was:  State  Second  Reader  and 
a  sufficient  number  of  books  selected  from  second-grade  reading  list 
to  give  the  individual  pupil  power  to  read  any  material  on  that 
level. 


Table  9. — Days  Required  by  Each  Child  to  Complete  Low-Second- 

Grade  Reading 


10 

11 

11 

13 

17 

18 

18 

21 

22 

23 

25 

27 

27 

29 

32 

32 

34 

34 

36 

39 

39 

41 

42 

44 

45 

48 

48 

48 

49 

50 

51 

51 

51 

52 

53 

56 

58 

59 

59 

59 

59 

60 

60 

61 

61 

61 

62 

63 

63 

65 

65 

67 

70 

73 

73 

74 

74 

76 

79 

83 

86 

87 

87 

88 

90 

92 

94 

94 

96 

102 

102 

103 

104 

104 

107 

107 

108 

112 

113 

116 

129 

130 

130 

133 

135 

141 

141 

145 

155 

171 

183 

190 

195 

224 

Table  10  shows  similar  data  for  80  children  who  completed  high- 
second-grade  reading  when  the  goal  was :  review  of  the  State  Series 
Reader  and  showing  ability  on  the  second-grade  level. 


Table  10. — Days  Required  by  Each  Child  to  Complete  High-Second- 

Grade  Reading 


7 

8 

9 

9 

12 

13 

23 

23 

23 

24 

24 

25 

32 

32 

34 

35 

37 

38 

48 

54 

56 

56 

59 

61 

73 

74 

74 

74 

75 

77 

96 

96 

97 

97 

98 

99 

123 

125 

128 

132 

132 

150 

14 

14 

17 

18 

20 

21 

27 

29 

31 

31 

31 

32 

40 

41 

42 

44 

46 

47 

62 

62 

66 

70 

71 

72 

82 

84 

85 

88 

92 

94 

100 

103 

105 

105 

116 

122 

163 

186 

2.  Arithmetic  Records 

Table  11  shows  the  variation  in  rate  of  progress  of  112  children1 
who  completed  low-first-grade  arithmetic.  Here  the  goals  were:  (1)[ 
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counting  with  objects  from  1  to  20;  (2)  counting  without  object.' 
from  1  to  50;  (3)  counting  by  5’s  to  120;  (4)  counting  by  10’s  to 
120;  (5)  reading  numbers  from  1  to  50;  (6)  writing  numbers  from 
1  to  50;  (7)  developing  comparison  of  objects,  such  as  large- 
small,  long — short;  (8)  making  change,  as  5  cents,  10  cents,  penny 
etc.;  and  (9)  constructing  and  organizing  a  toy  shop,  grocery 
store,  etc. 


Table 

11.- 

-Days 

Required  by  Each  Child  to 
Grade  Arithmetic 

Complete 

Low-Fir 

ST* 

6 

6 

10 

10 

10 

10 

14 

14 

15 

18 

18 

19 

20 

20 

22 

22 

25 

26 

26 

27 

28 

28 

28 

29 

29 

30 

30 

32 

33 

33 

35 

36 

38 

38 

38 

39 

39 

39 

40 

40 

40 

40 

41 

42 

42 

43 

43 

44 

44 

45 

45 

46 

46 

49 

49 

50 

50 

50 

50 

5C 

50 

51 

52 

53 

53 

53 

53 

53 

54 

54 

54 

54 

54 

54 

55 

55 

56 

56 

56 

57 

57 

58 

60 

60 

60 

61 

61 

61 

63 

63 

63 

64 

64 

66 

67 

68 

69  70 

89  100 

70 

197 

70 

272 

71 

72 

73 

75 

75 

79 

81 

8i 

Table  12  shows  similar  data  for  112  children  who  completed  the 
following  high-first-grade  course  of  study  in  arithmetic:  reading 
numbers  to  100;  (2)  writing  numbers  to  100;  (3)  counting  2’s, 
even,  to  50 ;  (4)  counting  2’s,  odd,  to  31 ;  (5)  adding  1  to  any  num 
ber;  (6)  adding  2  to  any  number;  (7)  adding  10  to  any  number; 

(8)  beginning  at  any  number  and  adding  columns  of  six  addends; 

(9)  column  addition  of  six  addends  involving  the  combination  of 
any  of  the  foregoing  numbers;  (10)  making  change  and  simple 
subtraction;  (11)  simple  forms  of  fractions,  as  %,  *4,  etc.;  (12) 
constructing  and  organizing  store  projects,  labeling,  and  making 
price  tags;  and  (13)  estimating  size  of  room  and  objects  which 
must  include  the  practical  use  of  the  ruler. 


Table  12. — Days  Required  by  Each  Child  to  Complete  High-First- 

Grade  Arithmetic 


5 

7 

7 

8 

8 

8 

10 

10 

11 

12 

13 

14 

15 

16 

16 

16 

17 

17 

20 

20 

20 

20 

20 

21 

21 

22 

22 

22 

22 

23 

25 

26 

26 

28 

28 

28 

28 

29 

29 

29 

30 

31 

31 

32 

33 

33 

34 

34 

36 

36 

37 

37 

38 

38 

38 

40 

40 

40 

41 

41 

42 

42 

42 

42 

44 

45 

45 

48 

48 

49 

49 

49 

49 

49 

52 

53 

53 

57 

57 

57 

58 

59 

61 

62 

62 

62 

63 

63 

64 

64 

66 

66 

67 

67 

68 

69 

70 

70 

75 

79 

87 

89 

90 

95 

95 

100 

101 

110 

127 

142 

149 

202 
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Table  13  shows  similar  data  for  114  children  who  completed  the 
low-second-grade  course  of  study  in  arithmetic:  (1)  use  of  the 
following  combinations — 6  and  4,  3  and  3,  4  and  4,  8  and  8,  3  and  5, 
8  and  6;  (2)  social  experiences  of  the  first  grade  enlarged  in  the 
low  and  high-second  grades ;  (3)  Burk’s  Bulletins. 


Table  13. — Days  Required  by  Each  Child  to  Complete  Low-Second- 

Grade  Arithmetic 


1 

5 

7 

7 

8 

11 

12 

14 

14 

17 

17 

18 

18 

19 

20 

20 

21 

22 

23 

23 

23 

24 

25 

26 

26 

27 

27 

28 

29 

29 

29 

29 

29 

30 

31 

31 

32 

32 

32 

33 

33 

33 

33 

34 

34 

34 

34 

34 

35 

35 

36 

36 

37 

37 

39 

40 

40 

41 

41 

42 

44 

45 

45 

46 

47 

47 

48 

48 

49 

50 

50 

50 

50 

51 

52 

54 

54 

55 

59 

59 

60 

60 

63 

64 

68 

70 

75 

77 

78 

80 

85 

85 

88 

90 

97 

99 

103 

103 

103 

105 

106 

112 

114 

121 

121 

127 

128 

133 

133 

133 

137 

145 

146 

211 

Table  14  shows  similar  data  for  73  children  who  completed  the 
following  course  of  study  in  high-second-grade  arithmetic:  (1) 
complete  all  combinations  in  addition;  (2)  solve  simple  problems  in 
involving  these  combinations;  (3)  add  columns  of  six  addends 
(Burk’s  Bulletins). 


Table  14. — Days  Required  by  Each  Child  to  Complete  High-Second- 

Grade  Arithmetic 


2 

3 

4 

14 

14 

15 

23 

24 

26 

33 

33 

33 

38 

38 

38 

49 

50 

50 

7 

7 

8 

15 

15 

15 

26 

27  . 

28 

34 

34 

35 

39 

41 

43 

51 

53 

56 

8 

10 

11 

17 

18 

20 

28 

28 

29 

35 

35 

35 

45 

46 

47 

56 

57 

58 

12 

12 

13 

23 

23 

23 

30 

32 

32 

36 

36 

36 

47 

48 

49 

59 

60 

61 

Comment  by  C.  W.  Washburne 

Tables  7  to  14  are  presented  by  Miss  Ward  and  her  collaborators 
without  comment.  The  implications,  however,  are  obvious. 

There  are  no  clear-cut  ability  groups.  The  children  are  distributed 
evenly  in  each  subject  and  do  not  bunch  appreciably  at  any  one 
place.  If  an  all-wise  teacher  had  been  able  to  predict  each  child’s 
rate  of  progress— and  no  test  will  do  that— and  if  the  children  had 
been  ideally  classified  for  work  in  each  subject  on  the  basis  of  ability 
in  that  subject,  the  heavy  black  lines  which  we  have  superimposed 
on  the  graph  of  actual  progress  (see  Fig.  4)  show  how  the  ability- 
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groups  would  have  been  composed.  Take  low-first-grade  reading,  for 
(example :  If  the  fastest  third  of  the  children  in  beginning  reading 
had  been  grouped,  then  taught  at  the  rate  of  the  median  child  of  the 
group,  it  would  have  required  32  days  for  this  group  to  have  com¬ 
pleted  the  course.  The  child  who  could  have  completed  it  in  4  days 
would  have  taken  8  times  as  long,  the  child  who  could  have  finished 
in  six  days  would  have  wasted  26  days,  and  so  on  up  the  line.  On 
the  other  hand,  children  who  require  from  33  to  50  days  to  master 
the  work  would  have  been  forced  forward  at  a  rate  inconsistent 
with  their  ability ;  the  slowest  of  these  would  have  received  low 
marks,  and  inadequate  training. 

Take  the  children  who  fall  on  the  two  sides  of  the  dividing  line, 
between  the  fast  and  the  middle  groups:  One  child  needs  50  days 
to  complete  the  course  and  would  be  forced  to  do  it  in  32;  the  next 
child  needs  52  days  but  must  spend  64 — the  median  time  of  the 
middle  group.  The  two  children  have  almost  the  same  ability,  but 
one  must  take  double  the  time  of  the  other.  The  discrepancies  in 
the  slow  group  are  worst  of  all.  Here  the  child  who  could  complete 
the  work  in  70  days  is  classified  with  the  one  who  needs  162  days, 
but  both  would  be  forced  to  do  the  work  in  79  days.  The  slowest 
child  of  this  group  needs  more  than  double  the  amount  of  time 
allotted  him. 

Of  course,  the  San  Francisco  State  Teachers  College  makes  no 
attempt  to  classify  pupils;  each  goes  at  his  own  rate.  But  their 
records  show  conclusively  that  children  do  not  fall  into  homogeneous- 
ability  groups  and  that  even  the  best  ability-grouping  does  not  really 
fit  schools  to  individual  differences. 


E.  Data  on  Ability-Grouping  from  Iowa 
By  Ernest  Horn 

State  University  of  Iowa,  Iowa  City,  Iowa 


Arguments  for  making  adjustments  to  individual  pupils  have,  in 
the  main,  been  based  on  data  showing  differences  in  the  status  of 
children  at  a  given  time  with  regard  to  one  or  more  traits  or  abil¬ 
ities.  Investigations  have  clearly  established  the  fact  that  children 
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in  a  typical  class  in  a  public  school  vary  considerably  in  mental  age, 
in  physiological  development,  and  in  scores  made  on  tests  of  special 
school  abilities.  Such  data  show  that  some  adjustments  to  individual 
differences  must  be  made.  But  even  more  convincing  than  these 
differences  in  status,  significant  as  they  are,  are  differences  in  rates 
of  progress.  For  if  pupils  learned  at  equal  rates,  or  if  rates  of  prog¬ 
ress  correlated  highly  with  status  at  the  beginning  of  the  learning 
period,  the  problem  of  individual  differences  could  be  solved  by 
classification. 

Beginning  in  1916,  the  staff  of  the  University  Schools  at  the  State 
University  of  Iowa  has,  in  its  pupil  accounting,  stressed  particularly 
differences  in  progress  among  pupils,  in  addition  to  carefully  record¬ 
ing  differences  in  status.  The  data  from  these  records  show,  in  brief, 
that  there  are  wide  differences  in  rates  of  progress  in  each  type  of 
performance  measured,  that  these  differences  are  greatest  when  in¬ 
struction  is  adjusted  to  individual  needs,  and  that  classification  ac¬ 
cording  to  status  at  the  beginning  of  a  term  is  by  no  means  a  sat¬ 
isfactory  basis  for  prognosticating  the  differences  in  progress  dur¬ 
ing  that  term.  Accordingly,  we  have  come  to  recognize  that,  while 
for  administrative  reasons  we  classify  students  at  the  beginning  of 
a  term  on  the  basis  of  their  status  in  one  or  more  abilities,  such  a 
classification  only  partially  offsets  the  waste  of  time  resulting  from 
unequal  rates  of  progress. 

Limitation  of  space  permits  only  a  very  brief  review  of  the  in¬ 
vestigations  of  this  problem.  Most  of  the  space  will  be  given  to  a 
review  of  an  investigation  organized  to  validate  the  results  pub¬ 
lished  by  the  late  Dr.  Frederic  Burk8  of  the  San  Francisco  State 
Normal  School. 

This  investigation  was  begun  in  1916  by  Jane  Howarth,9  at  that 
time  principal  of  the  Perkins  School  for  crippled  children.  After 
preliminary  experiments  in  this  school,  Miss  Howarth  undertook; 
an  investigation  of  differences  in  the  rates  of  progress  of  forty’ 
fifth-grade  public  school  children  in  completing  three  exercise  booksi 


8  Burk,  Frederic.  Individual  Instruction,  Monograph  C.  San  Francisco 

State  Printing  Office,  1915.  u 

9  Howarth,  Jane.  A  Study  in  Individual  Variation  in  Language  Abil¬ 
ity  in  a  Fifth  Grade  of  Forty  Children.  Master’s  thesis,  unpublished^ 
State  University  of  Iowa,  1918. 
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published  by  the  San  Francisco  State  Normal  School:  Exerciser 
n  Language,  Nos.  42,  43,  and  44.  These  books  consist  of  lessons  or 
. welve  language  elements  as  follows: 

1.  Periods  and  question  marks 

2.  Dates  without  the  year 

3.  Commas  in  a  series 

4.  Commas  as  used  to  separate  the  name  of  a  city  from  that  of 
a  state  in  which  it  is  situated,  as  Lansing,  Michigan 

6.  Possessives  simple 

6.  Possessives  advanced 

7.  Letter  forms 

8.  Titles  of  relationship,  when  written  with  a  small  letter  and 
when  capitalized 

9.  Titles  of  offices,  when  written  with  a  small  letter  and  wher, 
capitalized 

10.  Quotations 

11.  Time  of  day 

12.  Section  and  direction,  as  south,  written  with  a  small  letter 
when  referring  to  a  direction  and  with  a  capital  when  desig¬ 
nating  a  section  of  the  country 

At  the  beginning  of  this  experiment  the  Trabue  completion  test. 
Form  B,  was  given  along  with  a  dictation  test  built  especially  to 
measure  the  initial  ability  of  these  forty  children  on  the  material 
they  were  about  to  study.  The  results  of  Miss  Howarth’s  experiment 
seemed  to  justify  the  following  conclusions: 

1.  That  the  variation  among  pupils  in  the  time  taken  to  complete 
such  exercises  is  large  enough  to  constitute  a  serious  administrative 
problem. 

2.  That  neither  the  Trabue  test  nor  the  dictation  test,  nor  both 
tests  taken  in  combination,  would  have  afforded  a  satisfactory  basis 
for  classifying  these  pupils.  The  rates  of  accomplishment  of  indi¬ 
viduals  varied  so  greatly  that  only  two  of  the  forty  children  could 
have  worked  together  with  little  or  no  waste.  This  is  shown  clearly 
in  all  of  Miss  Howarth’s  tables  which  bear  on  this  point.  Table  15, 
for  children  who  made  a  score  of  12  on  the  Trabue  test,  is  repre¬ 
sentative. 

3.  That  each  pupil  in  the  group,  through  the  use  of  this  indi¬ 
vidual  instruction  method,  gained  very  materially  in  all  of  the  abil¬ 
ities  taught.  The  first  test  taken  over  the  subject  matter  treated  in 
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these  books  showed  a  median  score  of  65.6  percent,  with  a  quartile 
deviation  of  8.1.  The  scores  made  after  the  books  had  been  completed 
gave  a  median  of  90.7  percent,  with  a  quartile  deviation  of  3.7. 


Table  15. — Number  op  30-Minute  Periods  Taken  per  Exercise  Book 
by  Eleven  Pupils  all  op  Whom  Scored  12  in  the  Preliminary  Test 


Pupil 

Preliminary 

Number 

Test  Trabue 

Bk.  1 

Bk.  2 

Bk.  3 

Total 

1 

12 

19 

19 

6 

44 

2 

12 

17 

10 

10 

37 

3 

12 

18 

13 

14 

45 

5 

12 

18 

13 

18 

49 

G 

12 

17 

14 

6 

37 

19 

12 

20 

11 

9 

40 

22 

12 

13 

9 

8 

30 

29 

12 

16 

18 

11 

45 

32 

12 

18 

14 

19 

51 

33 

12 

32 

20 

8 

50 

36 

12 

23 

16 

9 

48 

4.  The  results  clearly  substantiate  the  claims 

made  by  Dr.  Burk 

as  to  the  individual  differences 

in  progress,  for  the  types  of  abilities 

represented  in  the  experiment. 

The  conclusions  which  one  would  reach  on  the  basis  of  the  data 

offered  by  Dr.  Burk  and  Miss  Howarth  are  uniformly  substantiated 
m  every  investigation  of  rates  of  progress  which  has  been  carried 
on  in  the  University  School.  Two  facts  stand  out  in  the  writer’s 
mind  as  deserving  particular  emphasis  because  of  the  clearness  with 
which  they  contrast  the  problem  of  teaching  with  the  problem  of 
classifying  students.  The  first  is  that  any  given  individual  is  by  no 
means  uniform  in  his  rates  of  progress.  The  second  is  that  even 
among  pupils  who  are  progressing  at  approximately  equal  rates 
there  are  wide  differences  in  the  nature  of  the  difficulties  with  which 
these  pupils  are  confronted. 


The  lack  of  uniformity  in  the  rates  of  progress  of  individuals. 
The  situation  shown  by  inequalities  in  status  among  the  pupils  in  a 
class  at  the  beginning  of  a  term’s  work  and  inequalities  in  relative 
amounts  accomplished  by  pupils  during  the  term  is  complicated  by 
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the  fact  that  each  individual  varies  in  the  rate  at  which  he  learns 
successive  units  of  subject  matter.  In  other  words,  each  pupil  works 
m  spurts,  having  his  ‘off’  days  and  his  ‘on’  days.  This  is  illustrated 
clearly  in  the  experiment  conducted  by  Miss  Howarth.  For  example, 
two  pupils,  Numbers  2  and  6,  finished  Exercise  Book  No.  42  in  17 
periods  each.  However,  in  finishing  book  No.  43  Pupil  2  required 
10  periods,  while  Pupil  6  required  14  periods.  On  the  other  hand,  in 
finishing  Book  No.  44,  Pupil  2  required  10  periods  and  Pupil  6  re¬ 
quired  6  periods.  In  other  words,  Pupil  6  required  40  percent  more 
time  to  complete  Book  No.  43  than  Pupil  2,  but  40  percent  less  time 
to  complete  Book  No.  44.  It  is  clear  that  although  each  pupil  re¬ 
quired  37  periods  to  finish  the  three  exercise  books,  they  did  not 
progress  evenly.  Had  they  been  required  to  stay  together  day  by 
day,  each  would  have  taken  not  fewer  than  45  periods  to  complete 
the  work. 

Similar  data  could  be  given  almost  without  limit  to  show  the  need 
of  making  such  adjustments  as  will  enable  us  to  utilize  the  spurt 
periods  of  each  pupil. 

Differences  in  the  nature  of  the  difficulties  which  retard  progress. 
Not  only  do  pupils  progress  at  different  rates  and  unevenly,  but 
the  difficulties  which  account  for  these  differences  vary  with  each 
individual.  This  is  shown  quite  clearly  by  data  taken  from  an  experi¬ 
ment  in  spelling.  A  sixth-grade  class  was  required  to  learn  to  per¬ 
fection  Column  N  of  the  Ayres  Spelling  Scale.  The  initial  test 
showed  that  pupils  were  not  only  unequal  in  the  percentage  of  errors 
made,  but  that  pupils  with  the  same  percentage  scores  missed 
different  words.  Pupil  1,  for  example,  missed  the  words  use,  yester¬ 
day,  among,  been,  subject,  and  doctor.  Pupil  11  missed  himself, 
copy,  been,  among,  there,  and  something.  Other  differences  were 
noted.  Pupil  10  missed  two  words  on  the  initial  tests,  among  and 
doctor,  learned  both  of  them  immediately,  spelled  them  correctly  on 
the  next  three  consecutive  tests,  and  on  the  fifth  test  misspelled 
doctor.  Pupil  13  missed  none  of  the  words  in  the  column  on  the  first 
four  tests,  but  missed  dozen  and  fifth  on  the  fifth  and  last  test. 
These  are  mere  samples  of  a  large  amount  of  data  which  show  uni¬ 
formly  that  the  difficulties  which  retard  the  progress  of  one  indi¬ 
vidual  in  a  class  are  not  necessarily  the  difficulties  which  retard  the 
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progress  of  another  pupil,  of  approximately  the  same  ability,  in 
that  class. 

At  present,  satisfactory  data  are  available  only  for  spelling,  arith¬ 
metic,  handwriting,  reading,  and  the  mechanical  phases  of  compo¬ 
sition,  because  of  the  greater  ease  with  which  progress  in  these 
subjects  can  be  measured.  In  the  case  of  every  experiment  in  each 
of  these  fields  the  data  consistently  bear  out  the  following  conclu¬ 
sions  for  the  typical  public  school  class: 

1.  There  are  wide  differences  in  the  status  of  abilities  in  each  of 
these  subjects  at  the  beginning  of  a  year. 

2.  There  are  great  inequalities  in  rates  of  progress,  not  only 
among  pupils  who  have  different  abilities  at  the  beginning  of  a 
learning  period,  but  also  among  pupils  of  the  same  initial  ability. 
Even  pupils  who  have  made  equal  progress  for  a  given  period  of 
time  show  considerable  differences  in  rates  of  accomplishment  in 
subsequent  periods. 

3.  There  are  variations  or  spurts  in  the  rate  of  progress  of  a 
given  pupil. 

4.  There  are  significant  variations  in  the  nature  of  the  difficulties 
which  retard  the  progress  of  the  various  members  of  the  class. 

Preliminary  investigations  seem  to  indicate  that  these  conclu¬ 
sions  are  also  valid  for  more  complicated  subjects  such  as  geogra¬ 
phy,  appreciation  of  literature,  history,  and  hygiene. 

If  these  conclusions  are  sound,  it  seems  clear  that  the  problem 
of  individual  differences  cannot  be  solved  by  classification  alone.  The 
largest  part  of  the  solution  must  be  accomplished  through  reaching 
the  individual  through  instruction. 

F.  Summary  op  Data  on  Ability-Grouping 

The  data  brought  to  bear  on  the  efficacy  of  ability-grouping  fall 
under  two  heads :  in  Detroit  and  Los  Angeles  the  results  of  careful 
classification  into  ability  groups  have  been  studied  and  have  yielded 
important  conclusions;  in  Winnetka,  at  the  San  Francisco  State 
eachers’  College,  and  at  the  University  of  Iowa,  children  have  been 
allowed  to  progress  as  individuals,  then  their  records  have  been 
!  studied  to  see  whether  the  children  could  have  been  classified  in 
fairly  homogeneous  ability-groups  without  serious  loss. 
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The  Detroit  studies  show  that  children  at  each  level  of  intelli¬ 
gence  have  a  very  wide  range  of  achievement  and  very  different 
lates  of  progress  in  any  specific  skill.  They  show,  further,  that  ex¬ 
cellence  in  one  subject  does  not  prognosticate  excellence  in  others 

in  80  percent  of  the  cases  studied,  in  all  ability  groups,  each  child 
was  found  at  the  end  of  a  semester’s  instruction  to  be  at  three  or 
four,  out  of  a  possible  five,  different  levels  of  achievement  in  the 
five  subjects  measured;  only  8  percent  of  the  children  maintained 
a  constant  position  in  all  subjects. 

The  Los  Angeles  data  from  physical,  psychological,  and  academic 
measurements  of  children  classified  according  to  ability,  show  that 
the  ability  groups  overlap  far  more  than  they  differ.  The  range  in 
each  ability  group  is  many  times  as  great  as  the  difference  between 
its  central  tendency  and  that  of  the  next  ability-group. 

The  Winnetka  results  exactly  confirm  those  from  Los  Angeles.  In 
Los  Angeles  children  were  taught  in  ability-groups;  in  Winnetka, 
individually.  Yet  in  both  cases  the  same  sort  of  distribution  was 
found.  The  range  in  achievement  among  the  bright  children  or 
average  children  or  slow  children  is  greater  than  the  difference  be¬ 
tween  the  median  achievement  of  any  two  groups.  Nearly  half  of  the 
‘gifted’  children  in  Winnetka  made  less  rapid  progress  than  the 
top  fourth  of  the  middle  group,  and  the  top  fourth  of  the  low  group 
actually  excelled  in  progress  the  bottom  fourth  of  the  ‘gifted’ 
group.  Had  the  children  been  classified  into  ability-groups,  large 
numbers  would  have  been  held  to  standards  above  or  below  their 
ability.  The  Winnetka  study  of  individuals  within  any  one  group, 
confirms  the  Detroit  demonstration  that  a  child  may  excel  in  one 
subject  and  do  poor  work  in  another,  while  children  of  identical 
I.  Q.  may  differ  widely  in  progress. 

The  San  Francisco  State  Teachers’  College  results  bring  out  the 
same  lack  of  homogeneity  among  children.  They  show  that  children 
do  not  bunch  at  any  ability  levels,  but  vary  gradually  from  very 
fast  to  very  slow;  any  attempt  at  ability-grouping  would  simply  do 
on  a  somewhat  smaller  scale  what  ordinary  class  instruction  does 
on  a  larger  scale — waste  the  time  of  the  quick  child  and  force  the 
slow  child  forward  at  a  rate  too  fast  for  thoroughness. 

The  University  of  Iowa  studies  confirm  all  these  statements.  They 
show  that  classification  according  to  the  child’s  status  at  the  begin- 
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ning  of  a  term  is  by  no  means  a  satisfactory  basis  for  prognosti¬ 
cating  the  difference  in  progress  during  that  time.  Classification 
only  partly  offsets  the  waste  of  time  resulting  from  unequal  rates 
of  progress.  Only  two  out  of  forty  children  were  found  who  could 
have  worked  together  with  little  or  no  waste.  Individual  children  are 
by  no  means  uniform  in  their  own  rates  of  progress.  Even  among 
pupils  who  are  progressing  at  approximately  equal  rates  there  are 
wide  differences  in  the  nature  of  the  difficulties  with  which  they  are 
confronted.  Pupils  who  have  even  made  equal  progress  for  a  given 
period  show  considerable  difference  of  progress  in  subsequent 
periods. 

All  these  data,  gathered  by  five  groups  of  investigators  working 
independently,  point  to  this  conclusion:  children  do  not  fall  into 
natural  ability-groups  and  cannot  be  classified  so  as  to  yield  homo¬ 
geneous  groupings;  groups  which  appear  relatively  homogeneous 
at  the  time  of  classification  soon  vary  more  within  themselves  than 
they  do  from  each  other;  different  types  and  amounts  of  instruc¬ 
tion  are  required  by  different  children  within  each  group;  ability¬ 
grouping  does  not  solve  the  problem  of  adjusting  schools  to  indi¬ 
vidual  differences. 


II.  DOES  INDIVIDUAL  WORK  SAVE  TIME 

The  claim  oftenest  made  for  individual  instruction  is  that  it  saves 
time.  The  actual  statistics  gathered  on  this  subject  seem  to  indicate 
that  this  is  true  for  many  individuals,  but  not  always  for  the 
median,  or  average,  child.  Since  curricula  in  traditional  schools  are 
supposed  to  fit  the  average  child,  it  is  not  surprising  that  the  child 
of  average  ability  in  any  subject  should  go  at  about  the  same  rate 
under  individual  instruction  as  he  would  under  class  instruction. 
For  the  child  of  ability  above  average,  the  data  are  unequivocal ;  he 
certainly  saves  time.  The  child  just  below  average,  who  might  have 
been  promoted  each  year  on  a  barely  passing  mark,  probably  loses 
time  under  individual  instruction;  he  must  stick  at  each  job  till  he 
masters  it,  instead  of  sliding  through  on  the  lowest  passing  grade. 
The  very  slow  children,  who  would  have  to  repeat  grades  under  the 
traditional  system,  save  time,  again,  by  individual  work. 

Many  of  the  data  which  lead  to  these  conclusions  are  presented 
under  other  heads  in  this  section.  Under  the  head  of  ability-group¬ 
ings,  just  discussed,  for  example,  are  tables  and  graphs  that  bring 
out  clearly  the  time  saved  to  the  brighter  children.  Miss  Sullivan’s 
graphs  of  reading  achievement  after  a  semester  training  in  Los 
Angeles,  the  Winnetka  progress  distribution  graphs,  the  tables  from 
the  San  Francisco  State  Teachers’  College  showing  the  number  of 
days  required  by  different  children  to  complete  a  grade’s  work  in 
reading  and  arithmetic;  and  Horn’s  data  on  the  number  of  periods 
acquired  by  different  children  to  go  through  a  language  exercise 
book,  all  show  unmistakably  that  much  time  is  saved  for  the  faster 
pupils.  Under  the  head  of  provision  for  social  and  self-expressive 
activities,  below,  the  Winnetka  results  show  much  time  cleared  each 
day  for  all  children  for  group  and  creative  work;  this  would  certain¬ 
ly  indicate  that  some  time  is  saved  for  all  children,  since  these  same 
schools  are  shown  to  be  doing  efficient  academic  work  in  a  smaller 
portion  of  each  day  than  is  customary  in  class-method  schools.  As 
to  the  very  slow  children,  the  data  on  decreasing  retardation,  given 
in  the  fifth  subdivision  of  this  section,  show  that  there  is  less  re¬ 
tardation  under  individual  instruction  than  under  the  class  lock- 
step,  proving  that  time  is  saved  for  many  who  would  ordinarily  be 
repeaters. 

In  addition  to  these  data  there  are  certain  direct  studies  of  the 


167 


168 


THE  TWENTY-FOURTH  YEARBOOK 


particular  question  of  time-saving.  The  San  Francisco  State 
Teachers’  College  presents  valuable  material  in  this  connection.  The 
Winnetka  data  confirm  those  from  San  Francisco.  McCrory  analyses 
children’s  progress  in  a  single  subject,  spelling,  to  determine  time 
saved;  Courtis  analyses  the  progress  of  a  small  group  of  children; 
while  Sutherland  summarizes  the  records  of  a  thousand  children 
learning  particular  subjects  on  an  individual  basis. 


A.  Time  Saving  in  San  Francisco  State  Teachers’  College 
By  Mary  A.  Ward,  Grace  E.  Carter,  Hilda  M.  Holmes,  and 

Cecilia  Anderson 


A  study  of  the  record  of  130  pupils  graduating  from  our  school 
during  the  last  two  years  shows  some  interesting  facts  in  regard  to 
the  saving  of  time  for  the  pupils  instructed  under  the  individual  plan. 


i  Figure  5. — Distribution  of  Pupils’  Progress  at  the  San  Fran¬ 
cisco  State  Teachers’  College 


Read  this  graph  as  follows:  Beginning  at  the  left,  and  following  the 
olid  line,  3  children  lost  ground  at  the  rate  of  30  percent,  i.e.,  needed 
::  months  extra  to  do  ten  months’  work;  3  lost  at  the  rate  of  20  percent; 
3  at  the  rate  of  10  percent;  16  made  exactly  normal  progress;  53  gained 
J.O  percent,  i.e.,  completed  10  months’  work  in  9  months;  21  gained  20 
'■ercent,  and  so  on  to  the  extreme  right,  which  shows  one  child  gaining 
■o0  percent,  or  finishing  10  months’  work  in  4  months 
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Figure  6. — Differences  in  Time  Taken  by  Individual  Pupils  to 


Do  a  Number  of  Grades  of  Work  at  the  San  Francisco 
State  Teachers'  College 

Each  dot  on  the  diagonal  line  represents  one  or  more  children  who 
progressed  exactly  at  the  rate  of  a  grade  a  year.  All  dots  above  the 
diagonal  line  represent  children  who  required  more  than  a  year  to  com¬ 
plete  each  grade.  Those  below  the  diagonal  line  represent  children  who 
required  less  than  a  year  to  complete  each  grade.  The  lower  left  hand 
dot  shows  the  child  who  completed  1%  grade’s  work  in  ten  months  (one 
year).  The  next  dot  shows  two  children  completing  two  grades’  work  in 
ten  months.  The  next  dot,  one  child  completing  2l/2  grades’  work  in  four¬ 
teen  months,  and  so  on.  One  hundred  children  show  saving  of  time;  seven 
children  show  neither  gain  nor  loss;  twenty-three  children  show  loss  of 
time.  One  grade  represents  ten  months’  work. 
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It  will  be  helpful,  in  interpreting  the  graphs  (Figs.  5  and  6)  and 
in  making  comparisons,  to  keep  in  mind  the  following  conditions 
under  which  our  school  operates: 

1.  All  teaching  is  done  by  student  teachers  under  the  supervision 
of  the  faculty. 

2.  The  school  day  is  divided  into  two  sections  with  two  teachers 
in  each  section.  Changes  are  made  in  the  assignments  of  these  four 
teachers  every  twelve  weeks. 

3.  Our  program  provides  for  a  short  school  day.  The  actual 
amount  of  time  for  work  in  the  first  and  second  grades  is  2  hours, 
45  minutes,  per  day.  The  actual  amount  of  time  for  work  in  the 
third  and  fourth  grades  is  3 V2  hours  per  day.  The  actual  amount  of 
time  for  work  in  the  grammar  grades  is  4  hours  per  day. 

4.  As  the  records  show,  children  may  enter  the  school  at  any 
time  during  the  year  with  no  loss  of  time  due  to  transfer.  After 
an  inventory  test,  work  is  planned  to  suit  the  needs  of  the  indi¬ 
vidual.  Retardation  in  one  subject  does  not  affect  progress  in  other 
subjects. 

5.  In  the  grammar  grades  only  three  hours  a  day  are  spent  on 
the  regular  school  curriculum.  The  rest  of  the  time  is  devoted  to 
music,  art,  science,  manual  arts,  domestic  arts,  and  supervised  play. 

In  spite  of  the  handicaps  of  these  conditions  and  in  spite  of  the 
enriched  curriculum,  the  graphs  show  a  saving  of  school  time  to  100 
graduates  out  of  130  who  have  worked  under  the  individual  system. 


B.  Time  Saving  at  Winnetka 
By  Carleton  W.  Washburne 


The  Winnetka  results  on  time  saved  are  very  similar  to  those  of 
the  San  Francisco  State  Teachers’  College,  although  the  percent  of 
children  saving  time  is  not  so  great.  Seventy-seven  percent  of  the 
San  Francisco  State  Teachers’  College  children  saved  time  as 
against  50  percent  of  those  in  Winnetka.  Eighteen  percent  took 
more  than  a  year  to  a  grade  in  San  Francisco,  and  20  percent  in 
Winnetka.  The  Winnetka  results  are  shown  graphically  in  Figs.  7 
and  8.10 


10  Complete  distribution  curves  classified  by  intelligence  levels  are  re¬ 
produced  elsewhere  m  this  Yearbook.  See  Fig.  3. 
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These  data  result  from  a  study  of  the  progress  of  389  pupils  over 
a  period  of  two  years,  each  child’s  progress  in  arithmetic,  reading, 
language,  history-geography,  and  writing-spelling  being  averaged. 
The  median  intelligence  quotient  of  Winnetka  children  on  the 
National  Intelligence  Test  was  107,  the  range,  from  60  to  190. 


Figure  7. — Progress  Distribution  in  the  Winnetka  Schools 

This  shows  the  number  of  children  who,  at  the  end  of  two  years  of 
individual  work,  had  not  yet  completed  two  grades  of  work,  had  com¬ 
pleted  two  grades,  or  had  completed  more  than  two  grades.'  Read  the 
chart  as  follows:  One  child  was  11  months  retarded,  i.e.,  had  only  done 
7  months’  work  in  two  years.  One  child  was  8  months  retarded,  i.e 
lacked  8  months’  work  of  having  completed  two  grades,  and  so  on  to  the 
mode,  which  shows  110  children  exactly  normal,  having  completed  two 
grades  in  two  years.  To  the  right  of  this  mode  come  60  children  who  are 
one  month  advanced,  i.e.,  who  had  completed  two  grades  of  work  and 
done  a  month’s  work  beyond,  at  the  end  of  two  years,  and  so  on. 
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The  187  children  (50  percent)  who  saved  time,  saved  a  total  of 
655  months  in  two  years,  or  an  average  of  1.75  months  per  child 
per  year.  The  greatest  saving  was  15  months  in  two  years — in 
other  words  one  child  did  over  3V2  grades’  work  in  two  years. 


20%  Slow 


30  %  Normal 


50  %  S^ve.  T  imc 


Figure  8. — Summary  of  Figure  7 

Twenty  percent  of  the  children  made  less  than  two  grades  in  two 
years,  30  percent  made  exactly  two  grades  in  two  years,  and  50  percent 
made  more  than  two  grades  in  two  years. 


The  76  children  (20  percent)  who  took  more  than  two  years  to  do 
two  grades’  work  were  altogether  220  months  behind,  representing 
an  average  loss  of  1.45  months  per  child  per  year.  These  children 
did  not  have  to  repeat  grades;  many  of  them  therefore  really  saved 
time.  And  each  one  stayed  on  each  job  till  he  mastered  it. 

The  Winnetka  results,  then,  show  that  individual  instruction  does 
save  time  for  a  large  percentage  of  children. 


C.  Time  Saving  Through  Individual  Work  in  Spelling 
By  Jas.  L.  McCrory 

Assistant  Superintendent  of  Schools,  Omaha,  Nebraska 


The  writer  conducted  an  experiment  in  three  different  grades, 
fourth,  fifth,  and  sixth,  in  the  Experimental  School  at  the  Uni¬ 
versity  of  Iowa,  the  results  of  which  seem  to  indicate  a  waste  of 
about  seventy-five  percent  of  the  pupil’s  time  which  is  usually  de¬ 
voted  to  spelling.  As  a  preliminary  instruction  program,  each  child 
was  taught  how  to  learn  to  spell  by  the  use  of  nine  spelling  rules  as 
follows : 

1.  The  first  step  in  learning  to  spell  a  word  is  to  pronounce  it  correctly, 
If  you  do  not  know  how  to  pronounce  a  word,  look  it  up  in  the  dictionary, 
When  you  are  certain  that  you  know  how  the  word  is  pronounced,  pro¬ 
nounce  it,  enunciating  each  syllable  distinctly  and  looking  closely  at  eacl 
syllable  as  you  say  it. 

2.  Close  your  eyes  and  try  to  recall  how  the  word  looks,  syllable  by 
syllable,  as  you  pronounce  it  in  a  whisper.  In  pronouncing  the  word  b  • 
sure  to  enunciate  the  syllables  carefully. 
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3.  Open  your  eyes  to  make  sure  that  you  were  able  to  recall  the  correct 

spelling. 

4.  Look  at  the  word  again,  enunciating  the  syllables  distinctly. 

5.  Recall  again,  with  closed  eyes,  how  the  word  looked. 

6.  Check  again  with  the  correct  form.  This  recall,  as  in  2  and  5,  shoul 
be  repeated  at  least  three  times,  and  oftener  if  you  have  difficulty  in 
recalling  the  correct  form  of  the  word. 

7.  When  you  feel  sure  that  you  have  learned  the  word,  write  it  without 
looking  at  the  book,  and  then  check  with  the  correct  form. 

8.  Repeat  this  two  or  three  times  without  looking  either  at  the  book 
or  at  your  previous  attempts. 

9.  If  you  miss  the  word  on  either  of  these  trials,  you  should  copy  it  in 
your  spelling  notebook,  since  it  probably  is  especially  difficult  for  you. 

Briefly,  the  plan  for  the  experiment  was  as  follows:  One  day  a 
list  of  fifty  words  was  pronounced  to  the  class.  The  words  were 
taken  from  the  Iowa  Spelling  Scale.  The  standard  difficulty  for  the 
grade  was  known.  The  maximal  amount  of  time  used  in  any  class 
for  any  day  was  fifteen  minutes.  The  papers  were  taken  up,  cor¬ 
rected,  and  the  words  spelled  incorrectly  were  noted.  The  next  day 
the  pupils  studied  only  the  words  they  missed  and  corrected  them. 

The  time  for  learning  was  carefully  recorded  by  the  adminis¬ 
trator.  Each  child  was  required  to  have  three  perfect  spellings,  in 
order  to  eliminate  guessing. 

The  same  list  of  words  was  given  to  Grades  IV,  V,  and  VI.  There 
were  53  pupils  in  all  three  grades,  distributed  as  follows:  fourth 
grade,  19 ;  fifth  grade,  17 ;  and  sixth  grade,  17.  The  chronological 
ages  ranged  as  follows:  fourth  grade,  seven  years,  seven  months, 
to  twelve  years,  three  months ;  fifth  grade,  eight  years  to  ten  years, 
ten  months;  and  sixth  grade,  ten  years  to  thirteen  years,  four 
months.  The  range  in  intelligence  quotients  was  as  follows:  fourth 
grade,  86  to  142 ;  fifth  grade,  83  to  140 ;  and  sixth  grade,  72  to  146. 
The  foregoing  figures  indicate  that  the  group  of  children  was  a 
normal  group,  such  as  would  be  found  in  any  elementary  school. 

Since  we  are  interested  in  this  article  especially  in  individual 
differences,  may  I  call  your  attention  to  the  first  list  of  fifty  words  ? 
In  the  fourth  grade  one  pupil  missed  no  words  in  the  three  attempts 
and  therefore  took  no  time  to  study.  Another  pupil  in  the  same 
grade  missed  177  words  and  took  126  minutes  to  study.  These  are 
both  pupils  in  the  same  class,  who,  by  using  the  old-fashioned 
method,  would  have  been  forced  to  use  the  same  amount  of  time  for 
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their  spelling.  In  the  fifth  grade,  in  the  same  list  as  used  in  the 
fourth  grade,  one  pupil  missed  one  word  and  learned  it  in  one  min¬ 
ute,  while  another  missed  28  words  and  used  26  minutes  to  learn 
them.  In  the  sixth  grade,  on  the  same  list,  one  pupil  missed  one 
word  and  learned  it  in  one  minute,  while  another  missed  21  words 
and  took  17  minutes  to  learn  them. 

In  this  list  of  fifty  words  the  pupil  in  the  fourth  grade  spelled 
better  than  anyone  in  the  fifth  or  sixth  grade.  On  the  whole  experi¬ 
ment,  of  300  words,  she  did  better  than  fifty  percent  of  the  sixth 
grade.  Is  it  fair  to  this  girl  to  force  her  to  spend  the  same  time  on 
her  spelling  as  the  rest  of  her  class? 

Some  pupils  in  the  sixth  grade  completed  300  words  and  spelled 
them  correctly  on  three  different  days  in  18  days.  At  that  rate, 
those  pupils  could  complete  a  normal  year’s  work  in  30  days  and 
provide  for  two  reviews,  or  three  perfect  spellings  on  each  word.  Of 
course,  these  pupils  made  the  best  record.  The  pupil  who  made  the 
poorest  record  did  not  spell  the  first  list  of  50  words  correctly  once, 
but  kept  missing  words  in  a  sort  of  round-robin  order. 

As  the  result  of  this  investigation,  as  well  as  others  that  have 
been  carried  on  in  the  same  field,  it  would  seem  there  is  a  real  op¬ 
portunity  for  economy  of  time  in  spelling.  In  the  writer’s  opinion 
this  can  be  accomplished  only  through  the  use  of  individual 
methods. 


D.  Time  Saving  at  Detroit 
By  Stuart  A.  Courtis 
Detroit  Teachers’  College 


Figure  9  presents  a  vivid  picture  of  exactly  what  happens  when 
drill  work  is  completely  individualized  and  of  how  time  is  saved. 
[n  the  graph  the  rectangles  represent  the  work  of  twenty  eighth- 
grade  children  in  the  practice  tests  in  arithmetic.  The  base  of  each 
•ectangle  represents  the  number  of  lessons  completed  (maximum 
M)  and  the  height  of  the  rectangle  represents  the  number  of  days 
m  school  (58).  The  first  boy  finished  all  the  lessons  successfully  in 
->7  days  and  during  the  remainder  of  the  experimental  period  (21 
days)  was  excused  from  drill  and  devoted  his  time  to  other  forms 
of  school  work.  The  last  boy  completed  but  7  lessons  in  49  days  and 
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"was  not  absent.  If  every  child  in  the  class  had  taken  drill  every  one 
of  the  58  days,  the  total  number  of  drill  exercises  would  have  been 
<1160.  Actually,  through  late  entrance  and  absence,  there  were  but 
(1082  12  possible  drill  exercises.  Ten  children  completed  their  drill  ex¬ 
ercises  and  were  excused  from  drill,  saving  a  total  of  146  days,  or 
<13  percent  of  the  total  time.  Yet  50  percent  of  the  children  achieved 
(the  goal  set  and  the  remaining  50  percent  completed  the  work  they 
did  do  thoroughly.  The  last  three  children,  who  entered  late,  created 


TIME  SAVING  THROUGH  INtHVIDU/iLIZATION 
Practice  Tests  in  Arithmetic 
20  children  -  24  test  lessons  -  58  days’  work 

15  15 


Total  Lessons  1085. 


Total  saved  146  •  13^ 


L 

Figure  9. — Time  Saving  in  Arithmetic  by  Individualization  of 

Drill 


Read  the  diagram  as  follows:  Each  rectangle  represents  one  child’s 
work.  If  a  rectangle  were  all  white  it  would  indicate  that  the  child  had 
completed  the  series  of  24  lessons  (plotted  on  the  base  line)  in  58  days 
(plotted  vertically).  Unfinished  lessons  are  cross  hatched  at  the  rivht’ 
days  absent  at  the  top;  days  excused  are  shown  in  black.  The  numbers 
at  the  top  of  the  rectangles  in  black  represent  the  days  excused;  at  the 
right,  the  days  absent;  below,  the  number  of  lessons  finished.  Thus  boy  A 
(upper  left)  was  excused  from  drill  21  days;  that  is,  he  finished  the  24 
lessons  in  37  days  and  was  not  absent.  Boy  B  (upper  right)  was  excused 
14  days  and  absent  5  days,  but  finished  all  the  lessons.  Boy  C  (lower 
left)  finished  18  lessons  and  was  absent  8  days.  Boy  D  (lower  right) 
entered  late  and  was  in  school  but  49  days.  He  was  not  absent  and  fin. 
ished  seven  lessons. 


12  Given  erroneously  as  1085  in  Fig.  9. — Editor. 
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no  disturbance  in  the  class  organization,  but,  like  the  rest,  began 
at  the  precise  point  drill  was  needed,  and  made  progress  at  their 
own  rate. 

These  results  are  from  one  of  the  very  early  tabulations  of  the 
winter  in  1912  (or  1913)  while  working  in  the  Liggett  School, 
Detroit.  The  other  data  in  connection  with  the  experiment  have 
been  lost.  The  average  scores  of  classes  using  the  individualized 
material  were  invariably  higher  than  results  secured  previously,  so 
that  it  is  safe  to  assume  that  in  this  case  also  the  average  score  of 
the  class  is  higher  than  it  would  otherwise  have  been.  Similiar  re¬ 
sults  on  a  large  scale  have  been  secured  many  times,  but  none  is 
available  at  this  writing.  Individualized  instruction,  in  connection 
with  limitation  of  training,  saves  time  both  by  freeing  the  able 
children  from  overtraining  and  by  enabling  the  handicapped  child  to 
go  slowly  enough  to  complete  thoroughly  the  work  he  undertakes. 

E.  Time  Saving  at  Los  Angeles 
By  A.  H.  Sutherland 

The  pupil  who  works  under  the  conditions  outlined  for  Adjust¬ 
ment  Rooms  in  Los  Angeles,  proceeds  3.36  times  as  fast,  on  the 
average,  as  does  the  pupil  in  the  regular  grades. 

The  year  is  40  weeks.  The  work,  as  outlined  in  the  course  of  study, 
is  divided  arbitrarily  into  40  parts,  thus  giving  a  unit  of  one  week's 
work  for  one  week’s  time.  This  subject  matter,  together  with  certain 
ideals  for  its  practical  application,  is  analyzed ;  practice  material  is 
prepared  on  the  basis  of  this  analysis.  The  resulting  lessons,  ar¬ 
ranged  with  instructions  which  will  call  for  the  use  of  certain  abil¬ 
ities,  are  printed  and  are  in  the  file  in  each  room  for  the  pupil  to 
use.  Tests  by  means  of  which  the  pupil  can  test  himself,  are  in  the 
hands  of  the  teacher  to  be  given  out  as  called  for. 

A  check  of  1,000  children,  reported  by  the  teachers  from  the  indi¬ 
vidual  progress  cards  at  the  end  of  the  year,  and  averaged  in  the 
central  office,  showed  that  the  development  of  abilities  which  were 
concerned  in  this  assigned  work  proceeded  3.36  times  as  fast  as 
those  abilities  are  ‘assumed’  to  develop,  and  are  permitted  to  develop, 
in  the  regular  grade. 

This,  however,  is  the  record  of  pupils  who  on  some  basis  are  con¬ 
sidered  misfit  pupils. 


III.  DOES  INDIVIDUAL  WORK  INCREASE  OR  DECREASE 
SOCIALIZED  AND  SELF-EXPRESSIVE  ACTIVITIES? 

One  fear,  often  expressed,  is  that  individual  work  will  be  purely 
mechanical;  that  children  will  become  individualists  without  social 
experience ;  that  the  school  will  become  a  factory,  grinding  out  the 
three  R’s  in  a  dead,  routine  fashion. 

The  actual  experience  of  schools  which  have  individual  instruction 
would  seem  to  make  these  fears  groundless. 

Miss  Mackinder’s  school  in  London  is  thoroughly  social  and  alive 
in  its  atmosphere;  the  children  are  unusually  happy  and  spontane¬ 
ous.  The  Frederic  Burk  School  of  the  San  Francisco  State  Teachers’ 
College,  as  shown  in  other  parts  of  this  Yearbook,  has  always  de¬ 
voted  much  time  to  dramatics,  discussions,  shop,  science,  art,  and 
music.  And  the  Winnetka  Schools  present  statistical  evidence  of  an 
unusual  amount  of  emphasis  on  group  and  creative  activities. 

A.  Socialized  Activities  in  the  Marlborough  Infants’  School 

By  Jessie  Mackinder 


The  actual  amount  of  time  usually  devoted  in  this  school  to  social¬ 
ized  activities  (such  as  games,  mass  and  class  singing,  recitation  of 
poems  learned,  the  telling  of  stories)  and  to  self-expressive  activities 
(including  drawing,  clay  modelling,  rhythmic  work)  is  about  the 
same  as  in  most  London  schools.  But,  whereas  the  teaching  of  read¬ 
ing,  composition,  writing,  and  arithmetic  was,  in  the  past,  entirely 
accomplished  in  class  lessons,  these  subjects  have  become  perhaps 
the  most  socialized  of  all. 

The  children  very  often  compare  their  own  work  and  the  records 
of  it  with  those  of  other  children  in  the  class;  so  these  individual¬ 
ized  subjects  have  been  made  additional  means  of  intercourse  be¬ 
tween  individuals,  whereas,  in  the  old  days,  no  child  was  allowed  to 
speak  to  his  neighbor  and  had  but  little  chance  of  speaking  to  his 
teacher  concerning  these  subjects. 

We  often  find  three  or  four  children  with  copies  of  the  same  story¬ 
book  reading  together.  Sometimes  one  child  discovers  a  very  interest¬ 
ing  passage  and  will  read  it  to  another.  Lively  discussions  are  often 
heard  concerning  such  passages.  Contrast  this  with  schools  where 
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class  reading  is  the  order  of  the  day,  and  the  only  voice  to  be  heard 
is  that  of  the  one  reader,  spelling  out  the  words  of  the  passage 
everyone  is  following. 

The  definiteness  and  self-instructive  nature  of  individual  work 
and  materials,  make  it  possible  to  allow  and  encourage  informality 
and  sociability  among  the  children  who  are  working  with  them. 


B.  Socialized  and  Self-expressive  Activities  at  Winnetka 
By  C.  W.  Washburne 


To  determine  what  part  of  the  school  day,  under  the  Winnetka 
technique  of  individual  work,  is  given  to  socialized  and  self-expres- 
sive  activities,  the  research  worker  under  the  Commonwealth  Fund 
grant  spent  days  in  the  third,  fourth,  fifth,  and  sixth  grades  in 
Winnetka,  six  days  in  the  corresponding  grades  of  a  good  modern 
public  school  system  (School  I)  near  Winnetka,  where  the  usual 
class  methods  are  in  operation,  and  six  or  seven  days  each  in  a  pro¬ 
gressive  experimental  school  (School  II)  nationally  known  for  its 
socialized  work,  and  in  the  laboratory  school  of  a  large  university 
(School  III). 

The  visits  were  made  in  the  following  order:  first,  a  visit  to  a 
third  and  sixth  grade  in  each  school;  during  the  same  month  an¬ 
other  visit  to  these  same  rooms,  reversing  the  order  of  the  visits; 
two  months  later  a  visit  to  a  fourth-grade  room  in  each  of  the  four 
schools,  and  two  months  later  a  visit  to  a  fifth-grade  room  in  each 
of  the  schools  studied. 

In  order  to  get  results  which  were  typical,  the  teachers  were  not 
told  beforehand  of  the  days  when  visits  were  to  be  made. 

During  each  of  these  visits,  the  research  worker  stayed  with  the 
class  from  the  beginning  to  the  end  of  the  school  day.  A  record  was 
kept  of  the  specific  activity  engaged  in  by  the  majority  of  the  class 
for  every  minute  of  the  day,  as  far  as  this  was*  possible.  A  slight  dis¬ 
turbance  was  not  recorded,  since  the  main  purpose  of  this  study  was 
to  record  child  activities  rather  than  class  attention.  Recess  periods 
were  counted  as  part  of  the  school  day  in  all  schools. 

After  the  visits,  the  activities  listed  were  classified  under  various 
headings  as  given  below: 
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1.  Individual  Work 

a.  Individual  Study.  During  a  period  of  individual  study  each 
child  is  reading  his  own  book,  working  on  an  assignment  of  his  own, 
or  correcting  his  own  work,  which  is  not  the  same  as  the  work  of 
the  rest  of  the  class. 

2.  Class  Work 

a.  Class  Study.  During  a  period  of  class  study,  each  child  is  study¬ 
ing  a  lesson  assigned  to  all. 

b.  Class  Drill.  Under  this  head  come  all  quick  drills  or  games  for 
the  purpose  of  increasing  speed  in  applying  knowledge  already 
gained.  Also  under  this  head  come  writing  exercises  directed  by  the 
teacher. 

c.  Class  Recitation.  Oral  recitation  periods  are  periods  when  chil¬ 
dren  are  giving  back  to  the  teacher  information  gained  through 
study.  These  recitations  may  or  may  not  be  on  subjects  in  which 
the  children  are  tested  or  graded. 

d.  Class  Recitation  (written) .  Under  written  recitation  come  all 
lessons  in  which  all  the  children  are  writing  answers  to  the  same 
assigned  questions  in  any  subject. 

e.  Listening  to  Instruction.  Under  this  head  come  periods  when 
the  children  are  listening  to  information  given  by  the  teacher. 

3.  Group  and  Creative  Activities 

a.  Socialized  Activities.  This  heading  includes  all  activities  in 
which  the  whole  class  take  part — often  prompted,  but  not  directed, 
by  the  teacher. 

Examples:  The  children  are  having  a  business  meeting;  they  are 
dramatizing  a  play;  they  are  playing  games  in  teams,  either  in  the 
gymnasium  or  on  the  playground;  they  are  building  a  snow  house; 
they  are  having  a  literary  program  prepared  by  the  class. 

b.  Self -Expressive  Activities.  Self-expressive  activities  are  those 
activities  which  give  the  children  an  opportunity  to  express  their 
own  ideas.  Articles  to  be  made  or  stories  to  be  written  are  often 
suggested  by  the  teacher  or  other  children,  but  in  the  working  out  of 
these  stories  or  articles,  each  child  expresses  something  of  himself. 

Examples:  Each  child  is  writing  an  original  poem;  he  is  making 
an  article  of  his  own  choice;  he  is  showing  the  dramatic  teacher 
how  he  would  look  if  he  were  the  cold  Nortji  Wind;  each  child  is 
playing  by  himself  or  in  groups  of  two  or  three  (a  great  many 
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recess  periods  have  been  called  “self-expressive”  because  free  play 
has  been  counted  as  such) ;  each  child  is  drawing  a  picture  of  his 
own  choice,  working  out  his  mat  design  or  writing  his  own  story. 

c.  Directed  Group  Activities.  Under  this  head  come  activities  in 
which  the  whole  class  take  part — but  under  the  detailed  direction 
of  the  teacher. 

Examples:  The  children  are  singing  songs  together;  they  are  all 
doing  rhythms  together ;  they  are  doing  physical  exercises ;  they  are 
saying  a  prayer  in  unison;  they  are  copying  pictures  from  their 
books. 

d.  Listening  to  Reports.  Book  reports  on  books  chosen  by  the  chil¬ 
dren,  reports  on  topics  assigned  to  an  individual  child,  a  recitation 
of  a  poem  by  one  child  (his  own  choice),  or  an  account  of  an  experi¬ 
ence  of  one  of  the  children  would  be  called  a  child’s  report.  During 
a  period  classed  under  this  head,  the  majority  of  the  class  are 
listening. 

e.  Recreation.  Examples:  The  children  are  visiting  with  each 
other;  they  are  taking  a  sleigh  ride. 

f.  Entertainment.  Occasionally  there  is  a  period  given  over  to  the 
entertainment  of  the  children  by  grown-ups  or  by  the  children  in 
other  classes. 

Examples:  The  children  are  listening  to  plays  in  assembly;  they 
are  listening  as  the  teacher  entertains  them  by  reading  a  story. 

4.  Miscellaneous 

a.  Taking  Directions.  During  a  period  classed  as  “Taking  Direc¬ 
tions”  the  children  are  listening  to  directions  on  assignments,  on 
school  policies,  or  on  any  outside  matters  that  may  come  up. 

b.  Miscellaneous.  All  other  uses  of  time  are  classed  as  “Miscel¬ 
laneous.” 

Examples:  The  children  are  getting  papers,  books,  pencils,  etc., 
ready  for  work;  they  are  passing  to  and  from  classes;  they  are 
drinking  milk;  they  are  answering  the  roll  call;  they  are  changing 
their  shoes;  they  are  resting  at  their  seats;  they  are  listening  as 
they  are  being  disciplined. 

All  the  activities  carried  on  in  each  room  visited  were  classified 
under  one  of  the  above  heads.  Table  16  shows  the  percent  of  time 
spent  in  each  type  of  activity  in  each  of  the  four  schools. 

Table  16  is  also  summarized  graphically  in  Figure  10. 
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From  these  data  it  would  appear  that  individual  instruction  and 
progress  in  the  common  essentials,  as  carried  out  in  Winnetka, 
leaves  an  unusually  large  amount  of  time  for  socialized  and  self- 
expressive  activities  of  various  kinds. 


WINNETKA  SCHOOL  I 


SCHOOL  n  SCHOOL  HI 


Figure  10.— Distribution  of  Time  in  Winnetka,  as  Compared 
with  Three  Schools  Using  the  Class  Method 


School  I  is  another  public  school  system;  School  II  is  a  nationally 
known  experimental  private  school,  specializing  in  group  and  creative 
activities;  School  III  is  the  laboratory  school  of  a  large  university.  Note 
that  while  Winnetka  has  the  largest  proportion  of  time  devoted  to  indi¬ 
vidual  studies  (32  percent),  it  also  has  the  largest  proportion  of  time 
devoted  to  group  and  creative  activities  (42  percent). 


IV.  DOES  INDIVIDUAL  WORK  PUT  CHILDREN  THROUGH 
SCHOOL  TOO  FAST? 

Because  of  the  time  saving  element  in  individual  work,  fear  has 
often  been  expressed  that  children  will  complete  their  elementary 
school  work  at  too  young  an  age  and  enter  high  school  and  college 
when  too  immature.  Data  on  the  Winnetka  schools  indicate  that 
this  danger  (if  it  is  a  danger)  can  readily  be  avoided. 


Results  of  an  Age-Grade  Census  at  Winnetka 
By  Carleton  W.  Washburne 


An  age-grade  census  of  the  Winnetka  schools  in  comparison  with 
those  of  the  three  surrounding  and  similar  suburbs,  and  with  that 
of  a  university  laboratory  school,  does  not  show  an  extraordinary 

amount  of  acceleration  in  Winnetka.  This  is  indicated  in  Table  17 
and  Figure  11. 


Table  17.— Age-Grade  Distribution  at  Winnetka  Compared  with 

Four  Other  Schools 


Percent  Retarded 
Over  Overlyr.  1  yr.  Percent 
2  yrs.  not  over  2  &  less  Normal 


School  I 

0.5 

3.0 

11.0 

School  III 

0.4 

1.8 

20.0 

School  IV 

1.0 

6.0 

22.0 

School  V 

2.2 

4.8 

16.0 

51.0 

52.4 

53.0 

44.8 


Average  1.0  3.9  17.3 

Winnetka  0.4  2.4  li.Q 


50.3 

55.7 


Percent  Advanced 
1  yr.  Over  1  yr.  Over 
&  less  not  over  2  2  yrs. 

31.0  2/7  0~2~ 

25.0  0.4  0.0 

18.0  0.5  0.0 

30.7  1.Q  0.0 

26.2  1.1  .05 

26.5  3.0  .01 


From  these  it  appears  that  only  29.51  percent  of  Winnetka  are 
under-age,  as  compared  with  27.35  percent  in  the  average  of  the 
other  schools  a  trivial  difference;  while  the  percent  of  ‘normal’ 
children,  i.  e.,  those  who  are  ‘at  age,’  or  who  have  apparently  made 

a  grade  a  year  through  school,  is  distinctly  above  the  average  in 
Winnetka. 

These  data  do  not  quite  tally  with  the  study  of  progress  in  Win¬ 
netka  given  on  another  page.  That  study  considered  actual  rate  of 
progress  over  a  period  of  two  years,  and  included  only  children  who 
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had  been  in  Winnetka  at  least  two  years.  It  took  no  account  of  enter¬ 
ing  age,  or  of  additional  time  a  child  might  deliberately  take,  doing 
electives  and  special  courses,  in  the  junior  high  school.  It  showed 
that  individual  work  in  the  common  essentials  saved  time  for  many 
children.  It  did  not  show  that  the  time  saved  on  the  common  essen¬ 
tials  is  often  used  for  special  courses  that  fit  each  child’s  needs  or 
interests. 

There  is  a  definite  effort  in  Winnetka  to  keep  children  in  the 
seventh  and  eighth  grades  of  the  junior  high  school  until  they  are 


Other  Other  Other 

Winnetka  Sohoola  Winnetka  Schools  Winnetka  School* 

RETARDED  NORMAL  ACCELERATED 


Figure  11. — Age-Grade  Census  of  Winnetka  Under  Individual 
Instruction  Compared  with  the  Average  of  Four  Other¬ 
wise  Similar  Schools  Using  Class  Methods 

Note  the  lower  percentage  retarded,  the  higher  percentage  of  children 
who  are  in  normal  grade  for  their  age,  and  especially  the  fact  that  there 
are  not  many  more  children  in  Winnetka  who  are  young  for  their  grade 
than  there  are  in  the  other  schools. 

mature  enough  for  the  senior  high  school.  This  retention  is  made 
feasible  by  offering  a  wide  range  of  special  and  elective  courses — 
some  thirty  such  courses  were  offered  on  September  1,  1924;  and 
several  young  children  who  had  completed  all  required  work  the 
preceding  June  remained  for  a  postgraduate  year. 

The  median  age  of  eighth-grade  graduates  from  Winnetka  in 
June  1924,  was  thirteen  years  and  eleven  months. 

Individual  work  need  not,  in  the  light  of  these  data,  push  chil¬ 
dren  through  school  too  fast. 


V.  DOES  INDIVIDUAL  WORK  DECREASE  RETARDATION? 

One  of  the  greatest  single  reasons  for  individual  progress  in 
schools  is  the  large  number  of  repeaters  who  clog  schools  every¬ 
where,  and  who  go  out  into  life  with  a  sense  of  failure.  The  per¬ 
centage  of  over-age  children  is  an  index  of  the  number  of  repeaters. 

Under  such  plans  of  individual  work  as  that  used  in  Winnetka, 
failure  and  grade  repetition  become  impossible.  A  child  may  need 
more  than  a  year  to  do  a  grade’s  work;  so  there  may  be  some  over- 


Winnetka 


2.8#  11.6# 


4.9$  17.3$ 

Similar  Schools 
with  Class  Methods 


37$ 

Average  of  Four  - - 

Industrial  Centers  I _ 


Retarded  more  than  one  year 


Retarded  one  year  or  less 


Retarded  —  Total,  not, Classified 

Figure  12.  Reduction  of  Retardation  by  Individual  Instruc¬ 
tion  in  the  Winnetka  Schools 

Note  particularly  the  fact  that  the  proportion  of  children  retarded 
over  a  year  is  not  much  over  half  as  great  in  Winnetka  as  it  fs  in  similar 
schools  usmg  class  methods.  The  comparison  with  the  average  of  four 
industrial  centers  is  not  quite  fair,  since  the  social  composition  of  Win 
netka  is  superior  to  these.  The  comparison  to  simila?  spools  is  a  7om 

Winnetka^and8^ 'entity6 valid.01"  SUPeri°r  S°dal  C°mposition  to  that  of 


age  children  in  an  individualized  school  system;  but  they  will  be 
less  over-age  than  as  if  they  had  had  to  repeat  their  grade’s  work 
instead  of  merely  having  to  complete  it.  These  theoretical  consider¬ 
ations  are  borne  out  by  the  data  from  the  Winnetka  schools 

The  age-grade  census,  referred  to  in  the  preceding  section,  by 
which  Winnetka’s  children  are  compared  with  those  of  similar 
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suburbs  and  a  university  laboratory  school,  shows  that  these  other 
schools,  on  the  average,  have  half  again  as  much  retardation  as 
Winnetka.  The  percentage  of  over-age  children  in  Winnetka  is  only 
14.4  as  against  22.2  for  the  other  schools,  of  similar  social  com¬ 
position,  and  as  against  35  to  40  for  many  industrial  centers.  This 
is  shown  graphically  in  Fig.  12. 

Of  the  14.4  percent  retarded  in  Winnetka,  11.6  percent  are  from 
a  day  to  a  year  over-age,  and  only  2.8  percent  more  than  a  year 
over-age.  It  would  appear,  therefore,  that  individual  work  and  pro¬ 
gress  not  only  eliminates  “failures”  and  “repeaters,”  but  greatly 
mitigates  over-ageness. 


VI.  IS  INDIVIDUAL  INSTRUCTION  MORE  OR  IS  IT  LESS 
EFFECTIVE  THAN  CLASS  INSTRUCTION  IN 
TEACHING  SCHOOL  SUBJECTS? 

Time  could  be  saved  and  retardation  decreased  by  the  simple  ex¬ 
pedient  of  lowering  standards.  It  is  important  to  know  whether  in¬ 
dividual  instruction  results  in  poorer  work  on  the  part  of  the  child 
than  does  regular  class  instruction.  Several  studies  in  this  connec¬ 
tion  have  been  carefully  made  and  all  indicate  that  individual  in¬ 
struction  gives  results  at  least  as  good  as,  and  usually  much  better 
than,  class  instruction.  Miss  Mackinder’s  data  are  meager,  but  very 
interesting.  Courtis  presents  a  mass  of  convincing  data,  and  the 
survey  of  the  Winnetka  Schools  gives  clear  evidence  that  individual 
instruction  in  tool  subjects  is  efficient. 


A.  Data  from  London 
By  Jessie  Mackinder 

Headmistress,  Marlborough  Infants’  School,  L.C.C.,  London 


Since  the  fundamentals  of  a  child’s  progress  in  the  Senior  schools 
are  ability  in  reading  and  arithmetic,  these  two  subjects  were  tested 
as  described  below. 

The  tests  used  were  those  made  by  Dr.  Ballard  and  are  to  be  found 
on  pages  136  and  187  of  his  book,  Mental  Tests,  published  by  Hodder 
and  Stoughton,  Warwick  Lane,  London,  England,  and  also  set  out 
in  The  New  Examiner,  by  the  same  writer. 

By  these  tests  the  ability  of  every  child  in  reading  and  in  mental 
arithmetic  was  tested  individually  and  in  isolation. 

1.  The  Reading  Test 

The  test  was  explained  to  the  child,  and,  using  a  stop  watch,  the 
examiner  asked  the  child  to  read  as  many  of  the  words  as  possible, 
as  fast  as  he  could.  If  he  did  not  know  a  word  he  was  allowed  five 
seconds  to  consider  it.  Then  he  was  prompted  and  told  to  proceed, 
and  that  particular  word  was  counted  an  error. 

It  is  agreed  that,  alone,  this  test  is  not  a  measurement  of  the 
child’s  ability  to  obtain  information  from  the  printed  page,  but  a 
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child  cannot  gain  that  proficiency  in  the  art  of  reading  until  he 
has  considerable  mastery  of  the  purely  mechanical  part  of  the 
process.  Young  children  gain  fluency  in  reading  by  reading  a  large 
number  of  easy  stories  for  the  interest  alone.  So  this  test  of  speed 
gives  a  very  good  indication  of  the  child’s  power  of  comprehension. 
If  he  did  not  comprehend  enough  of  the  meaning  of  a  story  to  hold 
his  interest,  he  would  not  read  at  all. 

Ballard’s  One-Minute  Reading  Test 


is 

me 

on 

at  by 

so 

as 

an 

it  or 

be 

to 

as 

he 

of  in 

go 

up 

am 

if  no 

we 

my 

ox 

do 

the  and 

for 

but 

him 

are 

can  she  dog 

let 

you 

not  was 

out  try  see  mix  cat  now  boy  saw 

hit  met  top  run  man  pet  lot  get 

did  van  bad  red  cap  bee  lit  pin 

had  ran  pen  nut  big  old  yet  rob 

gun  leg  fun  lip  new  fog  has  sit 

sly  wig  mud  box  ink  sat  end  cut 

pay  fed  who  six  lad  wet  dry  cow 

his  peg  tin  say  cat  any  far  set  had 
kid  pup  fox  ask  egg  cab  ill  use  jam 

all  pit  got  sad  tea  sky  one  yes  fur 
act  toe  her  our  ten  arm  rock  gone  feel 
that  rich  till  long  flat  this  part  foot 
made  upon  came  mile  back  sand  time 
said  then  wall  ipto  were  done  walk 
much  loss  seem  went  with  come 

The  following  norms  were  obtained  by  testing  the  children  of  49 
schools  in  London: 

Age  in  Years  6  7  8  9  10  14 

Boys’  Score  13  S3  53  72  85  115 

Girls’  Score  15  38  58  15  88  122 

l 

These  norms  were  obtained  when  the  large  majority  of  children 
were  taught  by  the  whole-class  method  about  10  years  ago. 

When  the  children  who  had  learned  on  entirely  individual  methods 
were  tested,  the  following  results  were  obtained,  this  year: 

Age  6  yrs.  6  mos.  7  yrs.  4  mos. 

Boys’  Score  54  76 

Girls’  Score  61  77 

These  results  are  shown  graphically  in  Figure  13. 
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The  power  of  gaining  information  from  a  book  was  tested  as 
follows:  Every  child  read  alone,  without  help,  two  or  three  pages 
from  a  simple  history  or  geography  reader  which  he  had  not  seen 
befoi  e.  Ten  minutes  was  allowed  for  the  reading.  The  children 
knew  that  they  would  be  expected  to  read  and  answer  in  writing 
five  questions  on  the  matter  read. 


Figure  13. — Efficiency  of  Individual  Methods  in  London  as 
Shown  by  the  Ballard  Reading  Test 


The  solid  line  represents  the  number  of  sight  words  recognized  bv 
children  who  had  been  given  individual  instruction,  as  compared  with 
the  number  recognized  by  children  of  equal  age  in  schools  giving  class 
instruction  (the  dotted  line).  Read  the  graph  as  follows:  six-year-old 
children  under  the  class  method  read  15  words;  children  of  six  years  and 
six  months  under  the  individual  method  read  56  words;  seven-year-old 
children  under  the  class  method  read  35  words,  etc.  Individual  scores 
were  not  available  for  children  of  the  upper  and  lower  age  ranges. 


The  children  did  not  see  the  questions  until  the  reading  books 
were  removed.  The  group  of  children  thus  tested  included  all  those 
who  were  to  be  promoted  to  the  Senior  Departments  (grades  above 
primary  4th  grade  up) .  Their  average  age,  at  the  time  of  testing, 
was  7  years,  6  months.  The  average  mark  gained  was  4.3  out  of  a 
maximum  of  5,  one  mark  for  each  question  correctly  answered. 
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2.  The  Subtraction  Test 


Ballard’s  One-Minute  Oral  bubstraction  Test 


(1) 

(2) 

(3) 

(4) 

(5) 

(6) 

(7) 

(8) 

(9) 

(10) 


2—1 

3—2 

5— 1 

6— 2 

5— 3 
2—2 
7—2 

6— 4 

7— 3 
6—3 


(11) 

(12) 

(13) 

(14) 

(15) 

(16) 

(17) 

(18) 


8—2 

7— 5 

8— 3 

7— 4 

9— 3 

8— 5 
10 — 4 

9— 5 


(19)  10—3 

(20)  9—4 


(21) 

(22) 

(23) 

(24) 

(25) 

(26) 

(27) 

(28) 

(29) 

(30) 


11—2 

10—6 

12—3 

11—6 

12— 5 

13— 4 

15— 9 

14— 6 
17—8 

16— 7 


Figure  14. — Efficiency  of  Individual  Methods  in  London  as 
Shown  by  the  Ballard  Subtraction  Test 

,  The  solid  line  represents  the  subtraction  scores  made  by  children 
™e.  individual  method ;  the  dotted  line  represents  the  scores  of 
children  taught  by  the  class  method.  Individual  scores  were  not  available 
tor  children  of  the  upper  and  lower  age  ranges. 

Again,  each  child  was  tested  alone  and  individually.  The  exam¬ 
iner  asked  the  question  “One  from  two?”  and  as  soon  as  he  got 
the  answer  passed  on  to  the  next  question  “Two  from  three?”  but 
the  child  was  not  allowed  to  pass  on  to  the  next  question  until  he 
gave  the  correct  answer.  The  following  norms,  obtained  by  Dr. 
Ballard,  are  based  on  the  results  obtained  in  testing  about  ten 
thousand  boys  and  girls  in  schools  in  London  and  other  English 
cities. 


STATISTICAL  RESULTS  191 

Age  in  Years  6  7  8  9  10 

Subtraction  Score  4  7J4  11  11%  18 

The  Marlborough  Infants’  School  tested  all  its  six-year-old  and 
all  its  seven-year-old  children  who  had  learned  through  individual 
methods,  and  obtained  the  following  results: 

■A-ge  6  yrs.  6  mos.  7  yrs.  4  mos. 

Subtraction  Score  7.7  9.6 

These  results  seem  to  indicate  that  this  group  of  children  who 
had  learned  to  read  by  the  individual  method  gained  about  iy2  years 
on  the  reading  norm,  but  only  about  6  months  on  the  subtraction 
norm.  This  is  very  interesting  when  it  is  realized  that  some  group 
work  is  taken  in  arithmetic,  but  none  in  reading.  It  might  seem 
that  the  more  individual  the  method,  the  more  rapid  the  progress ; 
but  the  writer  does  not  think  such  a  conclusion  would  be  correct, 
because  the  reading  apparatus  available  for  these  children  is  more 
self-explanatory  than  the  number  apparatus  available. 

The  outstanding  result,  however,  is  to  show  that  the  children  who 
had  individual  work  excelled  those  who  had  class  work,  both  in 
reading  and  in  subtraction. 


B.  Data  from  Detroit 

By  Stuart  A.  Courtis 
Detroit  Teachers’  College 


1.  Arithmetic 

The  characteristic  effect  of  individualized  instruction  was  clearly 
shown  in  the  results  secured  by  Assistant  Superintendent  Spain  in 
the  Detroit  Schools  in  1913. 11  The  data  for  the  comparisons  in  a 
single  operation,  addition,  based  on  the  results  obtained  in  six  ex¬ 
perimental  schools,  were  as  shown  in  Table  18  and  Fig.  15. 


11  Seventy-first  Annual  Report  of  Board  of  Education,  pages  132-139. 
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Table  18. — Comparisons  of  Numbers  of  Children  Making  the 
Various  Types  of  Gains  from  March12  to  June,  1913 

Tests  used,  Courtis,  Series  B  Arithmetic.  Number  of  schools,  six,  two 
in  each  group.  The  numbers  of  children  are  expressed  as  percentages  of 
the  total  children  in  their  particular  group. 


Individ-  Average  for 
Oral  Regular  ualized  Ten  Regular 


Type  of  Change  Drill  Work  Drill  Schools 


Gains  of  three  or  more 

examples  .  22  35  53  26 

Gains  of  two  examples  37  32  27  33 

Gains  of  one  example..  27  22  16  30 

No  gain  .  13  10  3  9 

Loss  of  one  or  more  ex¬ 
amples  .  Ill  2 

Number  of  pupils  tested  241  334  332  2450 


t 

COMPARISON  OF  INDIVIDUAL  GROWTHS  —  DECEMBER- JUNE,  1914 
Serjen  B  -  Test  1  «  Addition 


Oral  Practice  No 

Drill  Boo*  Change 


Key  * 

Area  1  -  Gain  of  three  examples  or  more 
Area  2  -  Gain  of  one  to  three  examples 
Area  3  -  No  gain  or  loss 
Area  4  -  Loss  of  one  to  three  examples 
Areas  -  Loss  of  three  examples  or  more 


Figure  15. — Comparison  op  Gains  in  Arithmetic  at  Detroit 
Under  Different  Methods  of  Instruction 

The  effect  of  individualization  of  instruction  is  seen  by  comparing 
areas  in  the  central  figure,  which  represents  the  results  when  indivicD 
ualized  materials  were  used  ten  minutes  a  day,  with  the  corresponding 
areas  in  the  other  figures.  The  figure  marked  “oral  drill"  represents  the 
results  from  schools  which  gave  ten  minutes  a  day  to  rapid  mental  drills; 
the  figure  “no  change”  those  from  schools  following  the  regular  program. 
The  number  of  children  gaining  was  increased  and  the  number  standing 
still  or  losing  was  decreased. 


12  Given  as  December  in  Fig.  15. — Editor. 
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In  all  six  schools  the  same  time  was  given  to  drill,  ten  minutes  a 
day.  In  the  “Oral  Group”  this  drill  was  oral  and  of  the  rapid,  mental- 
arithmetic  type.  Two  schools,  selected  as  equal  to  the  others,  made 
no  change  in  their  methods  of  work.  The  remaining  schools  used 
the  Spain  booklet  and  individualized  instruction. 

The  effect  of  individualization  was  nearly  to  double  the  number 
of  children  making  large  gains  and  to  decrease  the  number  of  chil¬ 
dren  standing  still  or  losing. 

Under  methods  of  mass  instruction  the  percentage  of  children 
showing  gains  of  any  sort  seldom  exceeds  60  percent  of  the  total. 
Individualization  of  instruction  usually  increases  this  figure  to  85 
percent.  The  failure  of  the  remaining  children  to  grow  is  to  be  ex¬ 
plained  by  ill  health,  unfavorable  home  conditions,  and  similar  fac¬ 
tors  beyond  the  school’s  control.  The  figure,  85  percent,  thus  becomes 
a  type  of  standard.  Averages  may  be  raised  by  the  overtraining  of 
the  specially  able,  but  the  measure  of  efficiency  which  most  truly 
measures  efficiency  is  that  derived  from  a  distribution  of  all  the  in¬ 
dividual  gains  and  losses  within  the  group.  Judged  on  this  basis, 
many  studies  prove  that  individualization  of  training  operates  to 
increase  markedly  the  percentage  of  children  benefiting  by  drill. 

2.  Handwriting 

A  second  important  measure  of  efficiency  is  the  level  of  average 
achievement  in  a  city.  The  individualized  materia!  known  as  the 
“Standard  Practice  Tests  in  Handwriting’’  was  perfected  in  1918 
and  adopted  for  general  use  throughout  the  elementary  schools  of 
Detroit.  Figure  16  shows  the  level  of  average  achievement  the  year 
of  the  adoption,  and  the  changes  of  level  during  successive  years 
up  to  January,  1924.  The  curves  are  based  on  city-wiee  scores  in 
the  routine  tests  of  the  city.  These  and  similar  data  in  many  lines 
prove  that  the  adoption  of  individualized  material,  and  its  proper 
use,  tends  to  raise  the  general  level  of  efficiency. 

3.  Reading 

As  an  example  of  more  definite  and  more  scientific  measurement 
of  increased  efficiency  due  to  individualization  of  instruction,  a 
crucial  experiment  to  determine  the  value  of  new  materials  and 
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methods  of  teaching  reading  in  the  lower  first  grade  will  be  cited.1* 
One  hundred  eighty  children  in  four  schools  were  matched  by 
pairs  in  age,  sex,  and  intelligence  with  the  children  in  four  othet 
schools  judged  to  be  equal  in  essential  particulars  to  the  first  four 
schools.  One  group  used  the  Picture  Story  reading  lessons  or  prac¬ 
tice  tests  while  the  other  group  were  taught  in  the  regular  way. 


$  P08S. 
Gain 


Figure  16. — Grade  Averages  in  Handwriting,  City-Wide,  by 
Years,  Before  and  After  Use  of  Individualized  Lesson 

Material 


The  results  shown  in  Table  19  and  Fig.  17  are  from  the  final  test, 
using  a  form  of  the  Detroit  Standard  Group  Vocabulary  test, 
designed  to  measure  results  in  reading  in  the  first  grade.  Other 
tests  used  were  the  Gray  Oral  Reading  Scale,  the  Haggerty  No.  1 
and  2,  and  a  special  Detroit  Reading  Performance  Scale. 


18  Mila  B.  Smith.  “An  experiment  to  determine 
Detroit  Standard  Practice  Tests  in  Readine.” 
June,  1922. 


the  effectiveness  of  the 
Journal  of  Education, 
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Test  Used 


Tablb  19. — Median  Scores  of  Total  Groups 


Gray  Vocabulary 


Experimental  46.8 

Control  0 

Gain  46.8 


Haggerty 

1.  2. 


Word 

Picture 


26.3 

17.2 

9.1 


4.6 

1.2 

3.4 


4.3 
1 

3.3 


2.1 
1.1 
1 


he  results  show  that  the  control  group  was  exactly  normal.  Its 
score  in  all  tests  except  Gray’s  is  almost  exactly  the  average  score 
made  by  the  lower  first  grade  in  the  city.  The  group  using  the 
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Figure  17.— Median  Scores  on  Standard  Reading  Tests  Given  to 
Two  Matched  Groups  at  Detroit 


special  material,  however,  made  much  greater  gains.  In  twenty 
weeks  (the  duration  of  the  experiment  in  both  groups)  the  experi¬ 
mental  group  nearly  made  the  upper-second-grade  standard.  In 
other  words,  the  experimental  group  accomplished  nearly  four  times 
as  much  as  the  control  group. 

A  better  measure  of  what  individualization  does  for  children  is 
shown  by  the  graph  shown  in  Fig.  18.  The  difference  in  the  number 
of  books  read  by  the  various  individuals  may  be  seen  by  comparing 
the  standardized  and  restricted  product  of  mass  instruction  (the 
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part  in  black)  with  the  extremely  variable  product  of  the  individu¬ 
alized  group. 

4.  English 

Individualization  of  instruction,  once  started  in  a  system,  rapidly 
spreads  because  of  its  superior  merit.  As  a  final  illustration  of  the 
increase  in  efficiency  resulting  from  the  newer  methods,  the  follow- 


eorrn?OL 


•SCORE: 


CAPER  1ALATAL 
r — n  pfimee/ 
l.-^r 


PUPILS 

Figure  18. — Number  and  Grade  of  Books  Read  by  Matched 
Groups  of  X  Intelligence 

The  score  equals  the  total  number  of  books  read  by  an  individual.  The 
figures  along  the  base  line  represent  the  number  of  pairs.  The  figure  is 
to  be  interpreted  as  follows:  The  brightest  child  in  the  group  under  mass 
instruction  completed  four  books  in  20  weeks,  all  primers;  under  individ¬ 
ualized  instruction,  the  corresponding  member  of  the  other  group  read 
32  books,  16  primers,  14  first-grade  readers,  and  two  second-grade  read¬ 
ers.  Individuals  Number  4  to  29,  under  mass  instruction,  read  each  two 
primers,  while  their  matched  mates  under  individual  instruction  read 
from  8  to  16  books  each. 

ing  quotations  from  the  Detroit  Educational  Bulletin  for  Novem¬ 
ber,  1924,  are  given: 

Two  series  of  Self-Help  Remedial  Lessons,  together  with  appropriate 
inventory  and  appraisal  tests,  have  been  prepared  by  Maude  Bowles  of 
the  English  Department. 
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One  series  deals  with  Grammatical  Forms,  and  is  designed  for  use  in 
Grades  5  and  6;  the  other  series  deals  with  Capitalization  and  Punctua¬ 
tion,  and  is  designed  for  Grades  5,  6,  7,  and  8. 

The  lessons  aid  the  pupil,  first  by  revealing  to  him  the  specific  phases 
of  these  abilities  in  which  he  is  lacking,  and  second  by  providing  him 
with  practice  materials  to  remedy  his  particular  defects.  Thus  they  pro¬ 
vide  for  individual  growth  at  individual  rates. 

From  February  to  June,  1924,  the  material  in  mimeographed  form  was 
tried  under  controlled  conditions  to  determine  the  degree  to  which  use  of 
these  lessons  increases  pupils’  abilities.  Each  one  of  the  twelve  teachers 
experimenting  had  two  sections  of  the  same  half-grade,  one  the  experi¬ 
mental,  the  other  the  control  group.  Both  sections  took  the  inventory  and 
final  tests  in  composition  and  in  the  special  series  which  was  being  used. 
The  duration  of  the  experiment  was  four  months. 

Thirty  minutes  per  week  was  the  time  allowed  for  this  work,  divided 
usually  into  two  fifteen-minute  periods. 

Individual  pupils  in  each  experimental  section  were  matched  on  the 
basis  of  intelligence  letter  rating  and  initial  test  score  with  pupils  in  the 
corresponding  control  group.  Thus  the.  following  factors  were  kept  as 
constant  as  possible:  school,  grade,  teacher,  time  of  training,  intelli¬ 
gence,  initial  ability  in  specific  ability  trained.  The  material  was  the  only 
variable. 

Comparison  was  made  of  gains  in  (1)  the  test  on  Capitalization  and 
Punctuation  or  on  Grammatical  Forms,  (2)  the  score  on  the  regular 
composition  test,  and  (3)  the  number  of  errors  made  in  the  composition 
test. 


The  results  are  summarized  in  the  following  table : 

Series  on  Capitalization  and  Punctuation 


Cases  in  which 
Experimental 


gain  was 

Test  on  Capitalization  greater  than 

and  Punctuation  Control  gain 

Number  of  cases .  68 

Percent  .  74 

Composition  Test 

Number  of  cases .  48 

Percent  .  49 

Errors  in  Composition 

Number  of  cases .  52 

Percent  .  52 


Cases  in  which 
Experimental 
gain  was 
less  than 
Control  gain 
19 
21 

30 

31 

31 

31 


Series  on  Grammatical  Forms 
Test  on  Grammatical 
Forms 

Number  of  Cases .  50  28 

Percent  .  43  34 

Test  on  Composition 

Number  of  cases .  40  31 

Percent  .  43  34 


Cases  in  which 
Experimental 
gain  was 
equal  to 
Control  gain 
5 
5 

20 

20 

17 

17 


18 

23 

21 

23 


198 


THE  TWENTY-FOURTH  YEARBOOK 


The  greater  gain  of  the  experimental  group  is  seen  by  comparing  the 
percentages  in  the  first  column  with  those  in  the  second  column.  The 
superiority  occurs  not  only  in  the  ability  in  which  training  was  given, 
but  carries  over  to  ability  in  composition,  and  particularly  to  the  use  of 
these  forms  in  free  writing  and  free  speech.  Thus  the  lessons  do  accom¬ 
plish  their  purpose. 

Over  97  percent  of  the  pupils  using  the  lessons  voted  to  continue  their 
use  the  coming  semester.  All  the  teachers  experimenting  also  expressed 
a  desire  to  use  the  lessons  in  both  sections  instead  of  one. 


C.  Data  from  Winnetka 
By  Carleton  W.  Washburns 


One  of  the  main  parts  of  the  survey  of  the  results  of  the  Win¬ 
netka  technique  of  individual  instruction,  under  the  Commonwealth 
Fund  subvention,  was  a  detailed  comparison  of  the  scores  of  Win¬ 
netka  children  on  various  standardized  tests  with  those  of  the 
children  in  several  comparable  schools  which  used  the  class  method. 
Altogether,  about  28,000  tests  were  given.  The  children  were  com¬ 
pared  by  grades,  by  achievement  groups,  and  by  mental  age  groups 
in  various  subjects.  The  most  satisfactory  basis  of  comparison  was 
by  mental-age  groups,  since  the  intelligence  levels  of  the  schools 
compared  differed  considerably.  Therefore,  all  Winnetka  children 
whose  mental  age  was  seven  but  not  yet  eight,  for  instance,  were 
compared  with  children  of  this  same  mental  age  in  the  other  schools, 
entirely  regardless  of  school  grade.  A  summary  of  the  results  is 
given  in  the  graph,  Figure  19.14 

It  is  obvious  from  Fig.  19  that  in  every  subject,  and  in  almost 
every  mental-age  group,  the  Winnetka  children  did  better  work  on 
these  tests  than  the  average  of  the  class-taught  children  of  the 
lOther  schools.  One  school  (the  university  laboratory  school)  ex¬ 
celled  Winnetka  in  silent  reading  rate;  one  school  system  (the  other 
public  school  system  studied)  equalled  Winnetka  on  the  Cleveland 
Survey  arithmetic  test.  Otherwise,  Winnetka  led  all  schools.  And  no 


14  This  graph  differs  from  the  corresponding  one,  published  in  the 
complete  report  of  the  Commonwealth  Fund  investigation,  in  that  the 
Winnetka  Test  group  and  Winnetka  “Supplementary"  group  have  been 
jumped  together,  and  a  single  midscore  found.  Spelling  has  been  omitted 
as  the  data  are  incomplete  at  this  time. 
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other  school  made  as  consistently  high  a  record  in  all  subjects 
tested. 

The  tests  used  were  as  follows:  for  silent  reading,  the  Burgess 
of  them  by  the  research  worker  in  the  presence  of  a  competent, 
disinterested  witness.  The  children  tested  in  Winnetka  numbered 
674;  in  the  other  schools,  803. 
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Figure  19.— Efficiency  of  Winnetka  Individual  Method,  as 
Compared  with  Class  Method 

rr3n\horhM°?tal  ?in  ™  “average”  represents  the  average  score 
made  by  children  m  the  Winnetka  Schools,  the  public  schools  of  a  sfm! 
liar  suburb,  a  private  experimental  school,  and  a  university  laboratorv 
school.  The  various  diagonal  lines  represent  Winnetka  scores.  Read  the 
graph  as  follows :  Winnetka  children  of  mental  age  of  eight  "years  but 
not  yet  nine  made  a  read  ng  score  13  percent  higher  than  the  averaee 

vet  mei\tal  agc  la  a11  the  schools;  Winnetka  children  of  nine,  but  not 
yet  ten  made  a  reading  score  6  percent  higher  than  the  average  •  those 

a  t?e  but  not  yet  eleven,  3  percent  above  average  etc 

The  Winnetka  schools  used  individual  methods,  the  other  school?  vari" 
ous  forms  of  class  method.  UU1S|  van- 


The  tests  used  were  as  follows:  for  silent  reading,  the  Burgess 
Picture  Scale,  Form  4  (Russell  Sage  Foundation) ;  for  spelling  (see 
footnote  14),  the  Iowa  Spelling  Scales;  for  language,  the  Pressey 
Punctuation  and  Capitalization  Tests;  for  general  arithmetic  abil- 
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ity,  the  Cleveland  Survey  Arithmetic  Tests  (the  last  three  all  pub¬ 
lished  by  the  Public  School  Publishing  Co.,  Bloomington,  Ill.)  ;  for 
diagnostic  tests  of  speed  and  accuracy  in  arithmetic,  the  Winnetka 
Arithmetic  Tests  (soon  to  be  published  by  the  World  Book  Co.), 
and  for  mental  age  (intelligence),  the  National  Group  Intelligence 
Test  (World  Book  Co.). 

A  detailed  description  of  the  full  technique,  and  a  discussion 
of  the  results,  subject  by  subject,  is  being  separately  published.15 
The  data  here  summarized  in  one  graph,  however,  definitely  con¬ 
firm  those  of  Miss  Mackinder  and  Mr.  Courtis  in  showing  that  in¬ 
dividual  instruction  tends  to  increase  efficiency  in  the  tool  subjects. 

15Washburne,  Vogel,  and  Gray.  Results  of  Fitting  Schools  to  Individ¬ 
uals.  Supplementary  Monograph  of  the  Journal  of  Educational  Research, 
Public  School  Publishing  Co. 


VII.  DOES  INDIVIDUAL  INSTRUCTION  COST  MORE  THAN 
CLASS  INSTRUCTION? 


By  Carleton  W.  Washburne 


In  order  to  determine  whether  or  not  individual  instruction  is 
more  expensive  than  class  instruction,  a  graduate  student  at  the 
University  of  Chicago,  R.  D.  Judd,  was  induced  to  take  as  a  subject 
for  his  Master’s  thesis  “A  Study  of  the  Current  Expenditures  of 
the  Schools  in  Three  Illinois  Cities.”  The  three  cities  were  Win- 
netka  and  its  two  neighbors  on  the  north  and  south,  Glencoe  and 
Wilmette.  The  social  composition  of  the  three  cities  is  almost  iden¬ 
tical;  the  median  intelligence  quotient  is  practically  the  same.  The 
other  two  cities  both  have  class  instruction;  Winnetka  has  indi¬ 
vidual  instruction. 

Winnetka  has  four  distinct  school  plants.  Wilmette,  with  a  larger 
enrollment,  has  three  plants;  its  central  school  is  much  larger  than 
any  of  the  Winnetka  schools.  Glencoe,  with  an  average  daily  attend¬ 
ance  of  a  little  less  than  half  that  of  Winnetka,  has  one  single 
plant.  This  results  in  higher  fuel  and  operating  costs  in  Winnetka 
and  in  the  necessity  for  a  ‘bus’  transportation  system  to  bring  chil¬ 
dren  from  the  outlying  districts  in  to  the  junior  high  school.  Neither 
Glencoe  nor  Wilmette  has  this  expense.  General  control  in  Winnetka 
is  more  expensive  than  in  the  adjoining  systems,  involving,  as  it 
does,  a  higher  paid  superintendent  and  an  assistant  superintendent 
who  receives  almost  as  much  as  the  superintendents  of  the  adjoin¬ 
ing  school  systems.  Glencoe  and  Wilmette  do  not  have  assistant 
superintendents.  In  spite  of  these  handicaps,  the  Winnetka  schools 
spend  a  little  less  per  pupil  than  those  of  Glencoe,  while  both  Glen¬ 
coe  and  Winnetka  spend  very  much  more  per  pupil  than  Wilmette. 

There  are  two  outstanding  reasons  for  Wilmette’s  low  cost.  First 
of  all,  the  salary  schedule  is  lower;  the  average  salary  is  about 
$1586  as  against  $1824  in  Winnetka.  In  the  second  place,  Wilmette 
has  about  38  children  to  each  teacher,  while  Glencoe  has  26  and 
Winnetka  29.  In  the  third  place,  the  number  of  teachers  in  Glencoe 
and  Winnetka  for  special  work,  such  as  playground  direction,  shop 
work,  general  science,  and  supervision,  is  more  than  twice  as  large 
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as  it  is  in  Wilmette  in  proportion  to  the  enrollment.  The  Wilmette 
schools  are  fairly  typical  of  other  Illinois  cities  in  the  amount  of 
their  per  capita  expenditure,  ranking  at  about  the  middle  of  ten 
such  cities.  The  Glencoe  and  Winnetka  schools  are  typical  of  other 
North  Shore  suburban  systems,  making  use  of  the  high  assessed 
valuation  of  their  districts  to  pay  better  salaries,  to  decrease  size 
of  classes,  and  to  give  a  wider  variety  of  instruction  under  special 
teachers  than  do  most  schools.  The  expense  of  Winnetka’s  schools 
can  be  attributed  to  these  factors,  which  it  has  in  common  with  its 
neighbor  to  the  north,  but  cannot  be  attributed  to  the  cost  of  indi¬ 
vidual  instruction. 


Glencoe 


Winnetka 


Wilmette 


Figure  20. — Comparative  Cost  per  Pupil  in  Average  Daily 
Attendance  for  Three  North  Shore  Suburbs 
(School  Year  1922-1923) 

Of  the  two  schools  using  class  method,  one  spent  a  little  more  than 
Winnetka,  the  other  much  less.  See,  however,  Fig.  22. 

Figure  20  shows  the  relative  total  expenditure  for  1922-23  per 
pupil  in  average  daily  attendance  in  the  three  towns.  Figure  21 
shows  the  distribution  of  the  expenditures  in  all  three  cases. 

R.  D.  Judd,  in  concluding  his  thesis,  makes  the  following  state¬ 
ment:  “There  are  many  items  of  expense  in  Winnetka  which  the 

other  two  systems  do  not  have .  If  there  is  an  economic  waste 

occurring,  it  is  taking  place  in  many  ways  other  than  through  in¬ 
struction.  In  the  light  of  the  facts  as  shown,  the  writer  does  not 
think  it  is  justifiable  to  say  that  the  reason  for  the  greater  expense 

at  Winnetka  is  the  individual  instruction  plan .  The  individual 

instruction  plan  is  not  followed  at  Glencoe,  as  it  is  in  Winnetka. 
Glencoe  is  spending  about  69c  of  each  dollar  for  instruction,  while 
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Winnetka  is  spending  a  little  over  64c . Winnetka  spends  per  pupil 

for  instruction  $103,  while  Glencoe  is  spending  $115  per  pupil  for 
the  same  service.” 

It  appears,  therefore,  that,  while  Winnetka  is  spending  more  per 
pupil  than  the  average  public  school  system,  and  more  than  one  of 
its  neighbors,  it  is  spending  a  little  less  than  is  the  neighbor  which 
gives  approximately  the  same  service.  No  additional  expense  appears 
to  be  incurred  through  the  system  of  individual  instruction. 

Another  study,  more  recent  than  Judd’s,  being  for  the  current 
school  year,  covering  more  schools,  but  less  detailed  in  its  analysis, 
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Figure  21. — Distribution  of  School  Expenditures  in  Winnetka 
and  Two  Other  North  Shore  Suburbs 

Note  that  the  proportion  of  money  spent  on  instruction  is  actually  less 
m  Winnetka  than  in.  class  method  schools,  while  the  proportionately 
larger  number  of  buildings  makes  operation,  maintenance,  and  fixed 
charges  somewhat  higher. 


yields  interesting  data  for  North  Shore  suburban  schools.  The 

suburbs  form  an  almost  continuous  string  along  Lake  Michigan _ 

Wilmette,  Kenilworth,  Winnetka,  Glencoe,  South  Highland  Park 
(including  Ravinia)  and  North  Highland  Park.  In  Table  20  and  Fig. 
22  these  schools  (except  Winnetka)  are  simply  numbered,  in  the 
order  of  their  per  capita  costs.  It  will  be  seen  that  Winnetka  oc¬ 
cupies  a  middle  position  among  them.  The  Winnetka  schools  are  the 
only  ones  using  individual  instruction. 
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Table  20. — Comparative  School  Costs  in  Six  North  Shore  Suburbs 

(School  Year  1924-1925) 


I 

II 

III  Winnetka  IV 

V 

No.  children  per  class 
teacher  . 

24 

32 

26 

29 

30 

38 

No.  children  per  special 
teacher  . 

100 

97 

76 

76 

125 

179 

Av.  Salary — all  teachers.... 

$1920 

$1871 

$1950 

$1824 

$1839 

$1586 

Cost  of  teachers,  per  child.. 

$100 

$77 

$103 

$87 

$76 

$53 

All  other  expenses,  per  child 

$121 

$142 

$60 

$69 

$59 

$41 

Total  per  capita  cost . 

$221 

$219 

$163 

$156 

$135 

$94 

The  only  other  definite 

cost 

data  are 

those 

from 

Los  Angeles. 

There  no  special  appropriation  was  made  by  the  Board  of  Education 


$221 


219 


163 


156 


135 


94 


Figure  22.— Comparative  School  Costs  in  Six  North  Shore 

Suburbs 


Winnetka  uses  individual  methods,  the  other  five,  class  methods  Ex¬ 
penditures  are  based  on  enrollment  for  October,  1924,  and  are  for  the 
current  year.  Note  that  Winnetka  occupies  an  intermediate  position 
showing  no  increased  cost  from  individual  instruction. 


for  the  individualization  of  the  Sixty-First  Street  School.  The 
actual  per  capita  cost  in  that  school  for  1923  was  $74.55,  including 
47  cents  for  individual  materials  from  the  research  office.  Of  thirty- 
three  schools  of  the  same  class  and  size  as  the  Sixty-First  Street 
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School,  eight  had  higher  per  capita  costs  using  class  instruction 
than  did  the  Sixty-First  Street  School  using  individual  instruction. 

It  is  unfortunate  that  we  do  not  have  cost  data  on  individual  in¬ 
struction  in  more  public  schools  which  are  typical  in  their  total  per 
capita  expenditures.  So  far,  however,  we  at  least  have  no  evidence 
of  any  experiment  in  individualization  increasing  school  costs. 

And  a  priori  there  is  no  reason  why  it  should.  The  general  tech¬ 
nique  described  in  the  foregoing  section  of  this  Yearbook  by  various 
experimenters  and  that  outlined  in  Section  V  do  not  call  for  any 
extraordinary  expenditures.  Most  advocates  of  individual  work,  like 
most  other  people  who  believe  in  giving  children  adequate  training, 
attempt  to  reduce  class  size  to  about  thirty  children.  The  eliminating 
of  repeaters  and  the  saving  of  the  time  of  the  brighter  children 
will  automatically  tend  to  reduce  class  size.  But  individual  work 
has  been  successfully  carried  out  with  large  classes  in  Racine,  Wis¬ 
consin,  and  especially  in  the  Marlborough  Infants’  School  in  Lon¬ 
don,  where  classes  range  from  40  to  54  children  to  the  teacher. 

Inherently,  therefore,  there  is  no  reason  for  individual  instruction 
to  cost  more  than  class  instruction.  There  is  no  evidence  that  it 
does.  And  in  the  two  places  where  costs  have  been  carefully  studied, 
no  increase  due  to  individual  instruction  has  been  found. 


VIII.  DOES  INDIVIDUAL  INSTRUCTION  PLACE  TOO  HEAVY 
A  BURDEN  ON  THE  TEACHER? 


By  Carleton  W.  Washburne 


Teachers  often  asume  that  individual  instruction  will  require 
more  work  of  them  than  does  class  instruction.  If  it  were  not  for 
the  self-correction  technique  and  certain  other  time-saving  devices, 
individual  instruction  probably  would  require  much  more  outside 
time  than  does  class  instruction.  But  with  proper  safeguards  it 
seems  possible,  in  the  light  of  the  following  briefly-reported  study, 
to  have  individual  instruction  without  overburdening  the  teachers. 

All  teachers  in  Winnetka  and  in  other  three  schools  with  which 
Winnetka’s  efficiency  was  compared  (a  suburban  public  school 
system— School  I;  a  private  experimental  school— School  II;  and 
a  university  laboratory  school — School  III)  were  asked  to  record 
for  two  weeks  all  work  done  outside  of  regular  school  hours.  This 
work  they  were  told  to  classify  as:  (1)  Correction  of  children’s 
work,  (2)  Preparation  of  materials  and  lessons,  and  (3)  Making 
records  of  various  kinds.  The  average  number  of  minutes  spent  per 
day  is  shown  in  Table  21  and  Figure  23. 


Table  21.— Out-of-School  Time  Spent  by  Teachers  in  Winnetka  and 

Elsewhere 


Winnetka 

I 

II 

Records 

30 

13 

30 

134 

Preparation 

37 

25 

Correction 

43 

19 

105 

Totals 

110 

57 

269 

III 


108 

41 

88 


237 


This  shows  that  Winnetka  teachers  do  about  50  minutes  a  day 
more  outside  work  than  those  of  the  other  public  school  system  (I), 
but  less  than  half  as  much  as  those  of  the  private  experimental 
school  (II),  and  the  university  laboratory  school  (III). 

Apparently ,  individual  work  does  not  impose  an  undue  burden 
on  the  teachers.  This  is  borne  out  further  by  the  fact  that  teacher 
turn-over  in  Winnetka  has  dropped  from  25  percent  to  about  11  per¬ 
cent  since  individual  work  was  introduced,  and  that  no  teacher  has 
ever  resigned  on  account  of  the  individual  system  or  the  burden 
placed  on  the  teachers. 
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Number 


120 


110 


100 


90 


90 


50 


50 


40 


50 


20 


10 


oy 
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Figure  23. — Out-of-School  Time  Spent  by  Teachers  Under 
Individual  Instruction,  Compared  with  Class  Instruction 

The  heavy  black  column  represents  Winnetka  teachers,  Column  I  the 
teachers  in  another  suburban  public  school  system,  Column  II  those  in  a 

exf™^aI  8C!?oo1Z  an,d  Column  III  those  in  a  university  labora- 
tory  school.  The  Winnetka  teachers  had  more  out-of-school  work  per  day 
than  those  of  the  other  public  school  system,  but  lessv  than  those  in  the 

“trlrtly*  tadWdS  m,3,ods  "  °nly  °"e  0f  the  f0"  5ystem‘  ">in* 


IX.  HOW  DOES  INDIVIDUAL  WORK  IN  THE  ELEMENTARY 
SCHOOL  AFFECT  PUPILS’  EFFICIENCY  IN  THE 
HIGH  SCHOOL? 

While  the  elementary  school’s  chief  function  certainly  is  not  prep¬ 
aration  for  the  high  school,  parents  will  not  wish  their  children  to 
be  at  a  disadvantage  after  reaching  the  high  school.  Theoretically, 
there  is  probably  no  adequate  reason  to  suppose  that  individual 
instruction  in  the  elementary  school  should  unfit  a  child  for  success¬ 
ful  class  work  in  the  high  school;  yet  the  question  is  often  raised 
as  to  whether  children  taught  individually  in  the  grades  will  suc¬ 
ceed  in  a  high  school  where  individual  instruction  is  not  carried  out. 

Our  data  on  this  question  are  meager.  Individual  instruction  is 
not  old  enough  in  most  places  to  have  given  conclusive  evidence  of 
its  effect  on  children’s  high-school  life.  The  San  Francisco  State 
Teachers’  College  experiment  is  the  only  one  that  has  been  in  ex¬ 
istence  long  enough  to  have  sent  children,  trained  entirely  by  indi¬ 
vidual  methods  in  the  eight  grades,  through  the  four  years  of  high 
schools  conducted  on  a  class  basis.  Unfortunately,  no  adequate  study 
has  been  made  of  the  record  of  these  children.  Franklin  Bobbitt, 
three  years  ago,  spent  three  months  studying  the  San  Francisco 
State  Teachers’  College  and  the  result  of  its  methods.  He  succeeded 
in  tracing  about  twenty  children  who  had  had  all  their  elementary 
training  under  individual  instruction  and  then  had  had  regular 
class  work  in  the  high  school.  The  records  of  these  children  in  the 
high  school  were  not  especially  distinguishable  from  those  of  the 
children  who  went  to  the  same  high  schools  from  regular  class- 
method  elementary  schools.  They  were  not  inferior ;  neither  did  they 
show  any  pronounced  superiority. 

The  Winnetka  Public  Schools  have  yielded  some  statistical  data; 
but  the  Winnetka  experiment,  while  begun  in  1919,  was  not  fully 
organized  with  the  necessary  materials  until  at  least  the  fall  of 
1921.  The  children  who  entered  the  high  school  in  1923,  therefore, 
were  the  first  who  had  even  had  the  last  fourth  of  their  elementary 
training  under  the  Winnetka  technique  of  individual  work.  And 
these  children  have  only  been  in  the  high  school  now  a  little  over 
one  year. 

The  conditions  are  excellent,  on  the  other  hand,  for  observing 
the  results  of  the  Winnetka  training  when  children  go  to  the  high 
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school;  for  the  Winnetka  elementary-school  graduates  go  to  the  New 
Trier  Township  High  School,  which  is  under  a  separate  board  of 
education  and  an  independent  superintendent.  Children  from  three 
other  suburbs,  similar  to  Winnetka  in  social  composition,  go  to  this 
same  high  school.  Two  of  the  three  suburbs  spend  more  per  child  on 
education  than  does  Winnetka;  all  three  have  the  regular  class  or¬ 
ganization.  The  children  from  all  parts  of  the  township  are  mixed 
together  in  the  high  school,  so  that  teachers  often  do  not  know  from 
which  elementary-school  system  a  particular  child  may  have  come. 

In  most  classes  in  the  high  school  the  regular  class-method  is  still 
in  force. 

There  is  a  research  department  at  the  high  school  which  is 
watching  closely  the  records  of  children  from  the  various  schools, 
and  which  has  furnished  the  data  for  the  following  report. 

A  Study  of  New  Trier  High  School  Freshmen,  Including 
Pupils  who  have  Come  from  Winnetka  Schools 
By  Frederick  Edson  Clerk 

Superintendent,  New  Trier  Township  High  School,  Kenilworth,  Illinois 


In  order  to  determine  whether  or  not  students  who  have  been 
trained  in  an  elementary  school  organized  on  an  individual  instruc¬ 
tion  basis  are  as  well  prepared  to  do  high-school  work  as  students 
who  have  had  the  conventional  group  instruction,  the  following 
studies  were  made  of  students  in  the  freshman  class  at  New  Trier 
High  School  in  the  school  year  1923-24. 

There  are  four  villages  and  a  rural  section  of  Cook  County  that 
send  elementary-school  graduates  to  the  freshman  class  at  New 
Trier  High  School.  Each  of  these  villages  and  the  rural  section  has 
its  own  elementary-school  system.  All  of  these  school  systems  except 
Winnetka  are  organized  on  the  conventional  group  instruction  basis 
with  only  minor  variations. 

About  midway  during  the  second  semester  of  the  school  year 
1923-24,  an  effort  was  made  in  the  high  school  to  determine  whether 
or  not  there  was  any  difference  in  scholarship  and  personal  qualities 
between  the  students  who  had  come  from  the  Winnetka  schools, 
<where  they  had  about  two  years  of  instruction  and  school  life  under 
individual  instruction,  and  the  children  of  the  remainder  of  the 
township  who  had  had  their  elementary-school  experience  and  in- 
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(struction  only  in  accordance  with  group  methods  characteristic  of 
[well  organized,  efficient  school  systems. 

The  first  of  the  studies  conducted  in  this  connection  was  made  in 
an  effort  to  determine  whether  or  not  Winnetka  children  differed 
any  from  other  children  of  the  township  in  the  high-school  fresh¬ 
man  class  in  such  matters  as  self-reliance,  dependableness,  initiative, 
school  loyalty,  honesty,  and  ambition.  The  procedure  and  method  of 
this  study  were  as  follows:  To  the  teachers  who  were  advisers  of 
freshmen  a  questionnaire  was  distributed  in  which  they  were  asked 
to  indicate,  with  respect  to  the  qualities  mentioned  above,  the  rank¬ 
ing  of  each  of  their  pupils  in  terms  of  Very  Superior;  Good,  or 
above  average;  Average,  or  fair;  Poor,  or  below  average;  or  Very 
Inferior. 

Table  I  presents  a  record  of  the  results  of  this  attempt.  It  appears 
that  there  is  no  appreciable  difference  between  Winnetka  students 
and  the  others  as  far  as  this  effort  to  find  the  difference,  if  any,  is 
concerned.  The  difficulties  of  making  this  kind  of  a  study,  partic¬ 
ularly  when  the  students  are  not  yet  well  known  to  the  advisers, 
are  fully  realized  and  would  account  for  differences  greater  than 
are  actually  reported.  As  far  as  a  two-year  experience  under  indi¬ 
vidual  methods  is  concerned,  therefore,  it  does  not  yet  appear  to 
have  a  marked  effect  on  these  qualities.16 


Table  22. — Comparison,  in  Percents,  of  Winnetka  and  Other  Chil¬ 
dren  in  Respect  to  Personal  Qualities 


Children  from  Winnetka 

Children  from  Rest  of  Township 

Supe¬ 

rior 

Good 

Aver¬ 

age 

Infe¬ 

rior 

Very 

infe¬ 

rior 

Supe¬ 

rior 

Good 

Aver¬ 

age 

Infe¬ 

rior 

Very 

infe¬ 

rior 

Self- 

reliance 

14 

15 

35 

24 

12 

13 

21 

37 

19 

10 

Depend¬ 

ableness 

18 

32 

17 

27 

6 

22 

28 

32 

13 

5 

Initiative 

3 

19 

56 

12 

9 

4 

21 

49 

19 

7 

School 

Loyalty 

11 

54 

26 

6 

3 

13 

56 

24 

7 

_ 

Honesty 

24 

27 

39 

8 

2 

27 

35 

33 

5 

— 

Ambition 

15 

29 

30 

17 

9 

12 

33 

32 

18 

5 

16A  more  objective  measure  of  some  cf  these  qualities  is  the  proportion 
of  elective  class  offices  held  by  Winnetka  children  after  they  reach  the 
high  school.  For  the  school  year  1924-25  20  percent  of  the  sophomores 
came  from  Winnetka,  but  50  percent  (2  out  of  4)  of  the  sophomore  class 
offices  were  filled  by  children  from  Winnetka.  Eighteen  percent  of  the 
freshman  class  came  from  Winnetka,  but  75  percent  (3  out  of  4)  of  the 
freshman  offices  were  filled  by  Winnetka  children. — C.  W.  W. 
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Another  effort  to  find  differences,  if  any,  between  graduates  from 
the  elementary  schools  of  Winnetka  and  graduates  from  other  ele¬ 
mentary  schools  in  New  Trier  Township  was  made  in  the  field  of 
scholarship.  The  study  consisted  of  two  parts,  one  in  terms  of  aver¬ 
age  grades  in  separate  subjects,  and  one  in  terms  of  average  grades 
in  all  subjects.  Table  23  shows  the  distribution  of  New  Trier  fresh¬ 
men  by  subjects  on  the  basis  of  their  grades  during  the  first 
semester  of  the  freshman  year,  and  divided  into  two  groups — those 
who  graduated  from  Winnetka  schools  and  those  who  graduated 
from  other  schools  in  the  township. 


Table  23. — Percentages  of  Children  from  Winnetka  and  Other 
Schools  Receiving  Various  Grades  in  Various  Subjects 


Children  from  Winnetka 

Schools 


A  B  C  D  E  F 


Weighted 
Av.  Score 


Children  from  the  Other 

Schools  of  the  Township 


Math.  11  13  25  8  23  20  D  (2.23)  7 

Eng.  3  10  17  26  27  17  E  (1.87)  1 

Hist.  18  21  24  28  9  D  (2.12)  6 

Lang.  4  21  7  32  32  4  D  (2.21)  2 

Science  11  11  22  28  6  22  D  (2.28)  7 


ABODE 


Weighted 
F  Av.  Score 


A,  Very  superior  work 

B,  Superior  work 

C,  Good.  High  average  work 


21  19  18  19  16 

9  21  28  30  11 
17  23  23  17  14 
16  17  25  14  25 
19  13  24  25  12 


D  (2.31) 
E  (1.89) 
D  (2.32) 
E  (1.92) 
D  (2.24) 


D,  Fair.  Low  average  work 

E,  Poor,  but  passable  work 

F,  Failure 


While  there  are  variations  as  between  the  two  groups  of  pupils 
reported  in  Table  23,  there  is  no  outstanding  difference  between 
them — at  least  no  greater  variation  than  there  is  within  the  groups 
themselves. 


The  second  part  of  the  study  made  in  this  connection  was  planned 
with  the  view  of  determining,  if  possible,  how  the  pupils  in  the  New 
Trier  High  School  freshman  class  who  had  come  from  the  Winnetka 
schools  compared  with  other  pupils  in  the  same  class  who  had  come 
from  other  elementary  schools  in  the  New  Trier  Township,  in  terms 
of  average  scholarship  in  all  subjects. 


Table  24. — Percentages  of  Winnetka  Children  Compared  with  the 
Percentages  of  Other  Children  Receiving  Certain  Grades 
in  Average  Scholarship  All  Subjects 

Winnetka  Children  Other  Children 


A 

B  to  A— 
C  to  B- 
D  to  C— 
E  to  D- 
F  to  E— 


7 

17 

22 

32 

21 


4 

14 

25 

35 

22 
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While  there  does  not  appear  to  be  any  significant  difference  be¬ 
tween  Winnetka  pupils  and  the  others  as  far  as  scholarship  in  cer¬ 
tain  branches  is  concerned,  it  does  appear  from  this  investigation 
that  the  children  from  Winnetka  have  on  the  whole  a  better  average 
scholarship  rating  than  the  children  from  the  remainder  of  the 
township.  Just  how  much  this  superiority  in  scholarship  is  due  to 
the  training  the  Winnetka  children  have  received  is  a  matter  of 
speculation.  It  may  be  a  chance  variation,  since  we  are  comparing 
about  60  children  from  Winnetka  with  about  250  children  from 


Figure  24. — Comparison  of  General  Scholarship  in  the  High 
School  Children  Trained  Under  Individual  and 
Class  Methods 

A  higher  percentage  of  the  Winnetka  children,  trained  under  individ¬ 
ual  methods,  made  marks  of  C  or  better,  and  a  lower  percentage,  marks 
below  C,  than  did  the  children  from  the  surrounding  suburbs,  where  the 
class  method  is  in  force. 

other  parts  of  New  Trier  Township.  If  this  apparent  superiority  in 
scholarship  cannot  be  attributed  to  the  Winnetka  training,  it  at 
least  seems  reasonable  to  say  that  the  scholarship  efforts  of  these 
pupils  were  not  seriously  inhibited  by  their  Winnetka  training. 

Table  24  shows  that  there  was  a  greater  percentage  of  the  Win¬ 
netka  children  in  the  higher  scholarship  groups,  and  a  smaller  per¬ 
centage  of  them  in  the  average  and  lower  scholarship  groups  than 
was  the  case  of  the  pupils  from  the  other  township  elementary 
schools.  The  difference  was  slight,  but  certainly  in  favor  of  the 
Winnetka  pupils.17 


17  The  “Honor  Roll”  is  made  up  of  those  students  having  the  highest 
grades  each  month.  Of  the  1924-25  freshmen,  10  percent  from  the  rest  of 
the  township  were  on  the  honor  roll  in  November,  December,  and  Janu¬ 
ary.  The  number  was  almost  exactly  the  same  from  Winnetka,  10  per¬ 
cent  November,  10  percent  December,  11  percent  January.  Of  sophomores 
from  the  rest  of  the  township,  10  percent  were  on  the  Honor  Roll  in 
November,  11  percent  in  December,  10  percent  in  January;  while  of 
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That  there  are  limitations  to  the  extent  to  which  the  Winnetka 
school  system  may  be  judged  by  the  results  of  this  study  will  be 
apparent  even  to  the  most  casual  reader.  For  purposes  of  reliable 
comparison  the  groups  are  as  yet  too  small,  the  Winnetka  pupils 
have  not  yet  had  the  specialized  Winnetka  training  long  enough  to 
be  influenced  by  it  to  a  great  degree,  the  method  of  this  study  is  not 
sufficiently  reliable  to  establish  a  basis  of  comparison  in  its  present 
preliminary  form,  and  the  Winnetka  children  are  not  yet  far 
enough  into  high  school  work  to  give  much  reliable  evidence  of  their 
ability  to  handle  it. 

The  observations  in  this  study  are  offered  only  as  a  beginning 
of  a  continuous  plan  of  observation  and  analysis,  with  a  view  of 
perfecting  such  a  plan  of  comparison  and  to  discover  as  early  as 
possible  any  marked  differences  in  pupils  coming  from  Winnetka 
as  compared  with  other  pupils  and  to  evaluate  these  differences  as 
they  appear.  So  far  the  differences  seem  to  be  no  more  marked 
than  chance  differences  might  be,  but  whatever  differences  there 
are  seem  to  be  in  favor  of  the  Winnetka  pupils. 

sophomores  from  Winnetka  10  percent  made  the  honor  roll  in  November, 
10  percent  in  December,  and  15  percent  in  January.  These  data,  a  year 
later  than  those  given  by  Mr.  Clerk,  bear  out  the  general  conclusions  of 
Mr.  Clerk’s  contribution. — C.  W.  W. 


III.  SUMMARY  OF  STATISTICAL  RESULTS 

Very  briefly,  the  answers  to  the  nine  questions  raised  in  this  part 
of  the  Yearbook,  as  given  by  various  statistical  investigations,  are 
as  follows: 

1.  Do  pupils  fall  into  natural  ability -groups?  No.  Ability-groups 
can  be  formed  and  will  make  better  adaptation  to  individuals  than 
will  undifferentiated  mass  instruction.  But  the  range  of  ability  and 
progress  in  each  supposedly  homogeneous  ability-group  will  soon  be 
much  greater  than  the  differences  between  groups.  Ability-group¬ 
ing  does  not  satisfactorily  solve  the  problem  of  adjusting  the  schools 
to  individual  differences.  The  evidence  on  this  point  is  adequate  and 
conclusive. 

2.  Does  individual  work  save  time?  It  saves  time  for  the  faster 
children  and  probably  also  for  those  who  would  be  repeaters  under 
the  old  system.  In  demanding  that  each  ehild  master  each  step,  it 
probably  slows  down  the  progress  of  some  children  who  are  just 
below  average  ability.  And  there  is  not  clear  evidence  that  it  saves 
the  time  of  the  “average”  pupil.  For  at  least  50  percent  of  children, 
however,  it  does  save  time. 

8.  Does  it  provide  more  time  or  less  time  for  social  and  self- 
expressive  activities?  The  only  statistical  evidence  on  this  point  is 
that  of  the  Winnetka  schools.  These  schools  certainly  provide  for 
more  time  for  socialized  and  self-expressive  work  than  do  most 
others. 

h.  Does  it  put  children  through  school  too  fast?  Again,  the  only 
concrete  evidence  is  from  Winnetka.  The  percentage  of  under-age 
children  there  is  only  slightly  higher  than  in  similar  schools  con¬ 
ducted  by  class  methods;  and  the  median  age  of  8th-grade  graduates 
in  June,  1924,  was  13  years,  11  months. 

5.  Does  it  decrease  retardation?  All  studies  indicate  that  it  prob¬ 
ably  does.  The  Winnetka  survey  shows  only  14.4  percent  of  children 
over-age,  as  compared  with  an  average  of  22.2  percent  in  schools  of 
similar  composition  using  class  methods. 

6.  Does  it  increase  efficiency  in  tool  subjects?  A  small  study  in 
London,  and  elaborate  ones  in  Detroit  and  Winnetka,  all  indicate 
that  efficiency  in  the  tool  subjects  is  definitely  increased  by  individ¬ 
ual  instruction. 
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7.  Does  it  cost  more?  Such  data  as  are  available  indicate  that  it 
does  not. 


8.  Does  it  place  a  heavier  load  on  the  teacher?  Data  are  inade¬ 
quate.  The  Winnetka  study  indicates  that  Winnetka  teachers  spend 
more  time  per  day  on  correcting  papers,  preparing  materials,  and 
keeping  records  than  those  in  a  typical  public  school  (about  1% 
hours  in  Winnetka,  about  1  hour  in  the  public  school  system  com¬ 
pared),  but  much  less  time  than  those  in  the  private  experimental 
school  or  university  laboratory  school  studied. 

9.  Does  individual  work  in  elementary  schools  increase  or  de¬ 
crease  efficiency  in  high  school?  Data  are  inadequate.  Such  as  there 
are  indicate  that  pupils  trained  under  individual  methods  are  at 
least  as  efficient  in  the  high  school  as  those  trained  under  class 
methods,  even  when  the  high  school  uses  class  methods. 


In  conclusion,  more  data  are  needed  to  answer  a  number  of  ques¬ 
tions  definitely.  There  are  enough  data,  however,  to  make  these  con¬ 
clusions  reasonably  safe: 


Ability-grouping  does  not  adequately  provide  for  individual  dif¬ 
ferences;  individual  instruction  saves  the  time  of  many  children; 
it  tends  to  raise  the  level  of  efficiency  in  the  tool  subjects. 


IV.  THE  VALIDITY  OF  THE  CONCLUSIONS  FROM  THE 
STATISTICAL  DATA 


By  B.  R.  Buckingham 
Ohio  State  University,  Columbus,  Ohio 


When  Dr.  Washburne  first  suggested  that  I  write  a  criticism  of 
this  part  of  the  Yearbook,  his  emphasis  was  upon  the  validity  of 
the  statistics  rather  than  upon  the  validity  of  the  conclusions.  His 
later  emphasis  seems  to  me  to  be  wiser.  On  the  former  basis,  I 
should  perhaps  have  felt  called  upon  to  discuss  points  of  statistical 
technique — and  such  a  discussion,  at  least  as  I  should  have  to  handle 
it,  would  be  pretty  barren. 

As  to  the  conclusions,  however,  I  wish  to  say  at  the  outset  that 
it  seems  to  me  that,  so  far  as  they  are  capable  of  being  based  upon 
statistical  data  at  present  available,  they  follow  reasonably  well 
from  the  figures  presented.  I  should  like,  however,  to  point  out  that 
there  are  important  considerations  on  which  these  statistics  throw 
no  light.  The  main  conclusion  undoubtedly  is  that  “ability-grouping 
does  not  adequately  provide  for  individual  differences.”  The  prin¬ 
cipal  non-statistical  question  which  this  conclusion  raises  is  that  of 
adequacy.  When  Miss  Ward  and  her  co-authors  disclose  the  fact 
that  99  low-first-grade  children  varied  from  4  to  162  days  in  accom¬ 
plishing  the  same  amount  of  work,  it  is  held  by  the  chairman,  and  it 
would  be  hold  by  anyone,  I  should  suppose,  that  this  constitutes  an 
enormous  range  of  variation — a  range  which,  if  it  existed  in  a  given 
classroom,  would  make  effective  group  teaching  out  of  the  question. 

If,  however,  we  divide  the  pupils  into  three  groups,  as  is  done  in 
the  graph  shown  in  Figure  4  of  this  section,  placing  the  lowest  third 
in  one  group,  the  middle  third  in  another,  and  the  top  third  in 
another,  we  manifestly  reduce  greatly  the  variation.  The  most 
capable  group,  however,  would,  as  Dr.  Washburne  points  out,  still 
range  from  an  ability  to  master  the  work  of  the  grade  in  four  days 
to  an  ability  to  master  it  in  50  days.  The  median  child  among  these 
most  eapable  children  required  32  days  to  reach  the  goal  of  the 
grade  in  reading.  If  the  rate  of  teaching  were  established  at  32 
days  for  the  work  of  the  grade,  it  is  clear  that  approximately  half 
the  pupils  of  the  group  would  be  working  at  less  than  their  natural 
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rate  while  approximately  half  of  them  would  be  working  at  a  speed 
greater  than  was  natural  to  them.  Whether  and  to  what  extent  a 
portion  of  the  injurious  effects  of  retarding  the  bright  half  of  the 
group  could  be  met  by  requiring  a  higher  standard  of  performance, 
whether  and  to  what  extent  the  injurious  effects  of  accelerating  the 
less  capable  half  could  be  met  by  reducing  the  requirements,  and 
finally  whether  either  of  these  procedures  could  be  introduced  with¬ 
out  so  modifying  the  teaching  that  it  ceases  to  be  group  teaching, 
are  questions  which  the  data  in  hand  do  not  permit  us  to  answer. 

When  is  instruction  individual?  In  a  sense,  all  instruction  is  in¬ 
dividual.  No  elementary-school  teacher  fails  in  some  degree  to  indi¬ 
vidualize  her  instruction.  Perhaps  the  purest  form  of  group  teach¬ 
ing  is  the  lecture  type  which  we  find  practiced  so  frequently  in 
colleges  and  universities.  But  this  type  of  teaching  does  not  make 
its  appearance  in  the  elementary  school,  although  heaven  knows  the 
teacher,  even  in  the  elementary  school,  often  monopolizes,  after  the 
manner  of  a  monologist,  the  greater  part  of  the  class  period.  The 
fact,  however,  is  that  all  elementary  teaching,  as  soon  as  it  singles 
out  this  pupil  or  that  to  react  in  a  definite  fashion,  is  a  sort  of  in¬ 
dividual  instruction.  When,  therefore,  does  the  instruction  become 
so  definitely  personal  in  its  character  as  to  merit  classification  as 
individual?  On  this  question,  there  is  no  answer  in  this  section  of 
the  Yearbook.  It  is  apparently  the  kind  of  instruction  which  goes 
on  at  Winnetka,  at  the  San  Francisco  State  Teachers  College,  at 
Detroit,  and  at  Miss  Mackinder’s  school  in  London. 

I  should  like  to  see  an  experiment  tried  in  which  the  amount  of 
individualization  of  instruction  would  be  varied  for  different  groups 
of  children  from  practically  zero,  as  in  the  lecture  method,  to  as 
large  a  proportion  of  the  total  school  service  as  obtained,  say,  at 
Winnetka.  The  statistics  of  progress  in  relation  to  ability  on  the  part 
of  groups  taught  with  these  varying  degrees  of  individual  appeal 
would  be  decidedly  illuminating.  It  may  very  well  be  that  individual 
instruction  as  conducted  in  the  centers  I  have  mentioned  may  be 
superior  to  the  mass  teaching  usually  employed  in  the  schools.  Yet 
it  may  also  be  true  that  a  lesser  degree  of  individualization  may  be 
still  more  beneficial.  Similarly,  a  greater  degree  of  individualization 
may  be  desirable. 

Accordingly,  I  should  like  to  make  the  point  that  these  statistics, 
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though  they  convey  a  rather  clear  message,  have  at  bottom  a  crudely 
dichotomous  classification  which  should  be  replaced  by  a  finer  grada¬ 
tion  approximating  the  continuum  which  the  quantity  “amount  of 
individualization”  undoubtedly  is. 

Moreover,  when  it  is  said  that  ability-grouping  does  not  adequately 
provide  for  individual  differences,  there  is  implicit  in  the  state¬ 
ment  the  notion  that  there  is  necessarily  some  opposition  between 
ability-grouping  and  this  other  method — namely,  individual  in¬ 
struction — which  is  found  to  be  so  efficient.  Such,  however,  is  not 
the  case.  Again,  consider  Figure  4  once  more:  if  the  99  children 
shown  in  the  lower  first  grade  as  varying  so  widely  are  divided  into 
three  groups  without  any  reference  to  ability,  we  shall  have  classes 
whose  variability  approximates  that  of  the  entire  group — a  vari¬ 
ability  represented  in  this  instance  by  a  range  from  4  days  to  162 
to  accomplish  the  same  result.  On  the  other  hand,  if  the  99  children 
are  divided  into  three  classes — upper,  middle,  and  lower — on  the 
basis  of  ability,  the  range  in  days  required  to  accomplish  the  same 
result  would  only  be  as  follows:  for  the  fast  group,  4  to  50  days; 
for  the  middle  group,  52  to  69  days;  for  the  slow  group,  70  to  162 
days. 

Now,  no  one  will  say  that  by  the  latter  arrangement  teaching 
procedure  has  not  been  made  easier,  and  this  is  true  whether  the 
teaching  procedure  takes  the  form  of  individual  or  class  instruction. 
Accordingly,  ability-grouping,  instead  of  being  regarded  as  an  in¬ 
ferior  competitor  to  individual  instruction,  may,  if  we  choose,  be 
regarded  as  an  effective  help  in  individual  instruction.  By  subdivid¬ 
ing  99  pupils  into  three  ability  sections,  it  would  seem  that  we  re¬ 
duce  the  variation  in  a  given  class  to  more  nearly  workable  dimen¬ 
sions;  and  this  fact  should  have  a  favorable  influence,  whether,  sub¬ 
sequent  to  this  ability-grouping,  the  teaching  is  on  a  class  or  an 
individual  basis.  It  seems  to  me,  therefore,  that  neither  statistics 
nor  logic  justify  an  abandonment  of  classification  so  much  as  a  re¬ 
gard  for  it  as  a  step  toward  that  more  accurate  adjustment  of  ma¬ 
terials  and  methods  to  the  personal  needs  of  pupils  which  is  called 
individual  instruction. 

/ 

I  see  in  the  treatment  of  the  data  in  this  section  a  rather  naive 
notion  of  statistical  classes.  I  have  already  alluded  to  the  idea  that 
one  may  draw  a  line  and  say,  “On  this  side  is  individual  instruction 
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and  on  that  side  is  class  instruction.”  I  have  already  pointed  out 
that  the  individual  element  in  instruction  in  reality  varies  continu¬ 
ously  from  zero  to  an  undetermined  maximum— a  maximum  prob¬ 
ably  represented  by  the  pure  tutorial  method  of  teaching.  The 
ailure  of  the  statistics  in  this  section  to  recognize  the  existence 
of  continuous  variation  in  certain  functions  leads  to  the  erection 
of  a  man  of  straw  when  the  question  is  asked :  “Do  pupils  fall  into 
natural  ability  groups?”  After  measuring  the  abilities  of  children 
whether  in  psychological  characteristics  (Los  Angeles)  or  in  school 
achievement  (Los  Angeles  and  San  Francisco),  the  authors  call 
upon  us  to  observe  that  “there  are  no  clear-cut  ability  groups.”  To 
our  supposed  astonishment,  we  are  confronted  with  the  fact  (which 
evidently  is  expected  to  throw  us  into  some  confusion)  that  “chil¬ 
dren  are  distributed  evenly  in  each  subject  and  do  not  bunch  ap¬ 
preciably  at  any  one  place.”  Do  we  not  know  that  when  we  use  such 
terms  as  ‘bright,’  ‘average,’  and  ‘dull,’  or  ‘fast,’  ‘medium,’  and  ‘slow’ 
we  do  so  merely  in  order  to  facilitate  talking  and  thinking  about 
a  function  which  we  know  quite  well  to  be  continuous  from  very  low 
to  very  high?  It  is  not  at  all  necessary  to  discredit  the  classification 
of  pupils  by  this  means.  No  one  ever  supposed  that  the  bestowal  of 
a  name  upon  a  group  of  pupils  and  the  placing  of  them  in  a  room 
together  was  either  based  upon  a  dead  level  of  ability  or  created,  by 
some  magic,  an  unvarying  ability  within  the  group  in  question.’ 

Let  it  not  be  for  a  moment  supposed  that  I  am  arguing  for  the 
superiority  of  classifying  pupils  instead  of  applying  to  them  the 
degree  of  individualized  instruction  which  is  in  operation  in  the 
cities  to  which  our  attention  is  called  in  this  section.  Not  at  all.  I  am 
concerned,  however,  first  with  any  technique  which  will  be  an  im¬ 
provement  over  present  methods,  even  though  it  does  not  prove  to 
be  as  good  as  some  other  technique  more  difficult  to  apply;  and 
second,  with  the  fact  that  classification,  instead  of  being  hostile  to 
individualization,  is  in  reality  its  ally. 

Certain  minor  conclusions  are  reached  in  this  section,  and  the 
sufficiency  of  supporting  data  varies  considerably  with  reference  to 
these  conclusions.  It  seems  to  me  that  on  the  question  of  whether 
individual  work  saves  time,  the  conclusions  are  well  buttressed  by 
the  facts  adduced.  Moreover,  it  is  said  that  other  data,  presented 
elsewhere  in  this  volume,  contribute  to  this  conclusion.  The  data  of 
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other  sections  are  unknown  to  me,  but,  merely  on  the  basis  of  the 
statistics  offered  in  this  section,  it  seems  clear  that  time  is  saved 
(see  especially  the  article  by  Miss  Ward  et  al.  and  by  Washburne)  ; 
and  that  this  saving  is  particularly  apparent  in  the  case  of  the  more 
capable  children. 

Immediately,  however,  arises  a  bogey  man  in  the  shape  of  the 
question :  “Does  individualized  work  put  children  through  school  too 
fast?”  When  one  stops  to  think  of  it,  this  question  is  at  bottom 
absurd,  and  the  position  in  which  the  chairman  places  himself  in 
raising  it,  is  somewhat  delicate.  On  the  one  hand,  he  wants  to  show, 
and  does  show,  that  individual  work  saves  time;  moreover,  that  it 
saves  time  for  the  bright  children.  On  the  other  hand,  he  feels  con¬ 
strained  to  show  that  pupils  do  not  get  out  of  school  too  soon.  This 
balancing  on  a  knife  edge  between  saving  time  and  not  saving  too 
much  time  is  interesting.  I  can  guess  how  it  comes  about.  There  is 
a  large  group  of  school  people  who  do  not  believe  in  permitting 
pupils  to  finish  school  at  an  early  age.  They  will  have  none  of  indi¬ 
vidual  instruction  if  it  is  going  to  produce  twelve-year-old  graduates 
from  the  elementary  school — and  this  despite  the  obvious  fact 
(which  many  of  them  will  admit)  that  many  children  can  complete 
the  elementary  course  of  study  by  the  time  they  are  twelve.  There¬ 
fore,  in  order  that  individual  instruction  may  not  lose  friends,  it 
must  be  shown  that  pupils  do  not  go  through  school  too  fast  when 
they  are  brought  under  its  influence.  Now,  the  evidence  here  pre¬ 
sented  is  to  the  effect  that  children  save  time,  especially  the  bright 
ones.  Then  they  must  get  through  school  sooner  than  would  other¬ 
wise  be  the  case.  Whether  in  so  doing  they  go  through  school  “too 
fast”  depends  upon  the  standard  of  speed  which  we  apply.  But  if 
for  these  bright  pupils  the  course  of  study  is  made  richer — and  I 
do  not  understand  that  there  is  anything  in  individual  instruction 
to  preclude  this — then  it  may  well  be  that  better  training  will  be 
provided.  There  is  nothing  sacrosanct  about  the  present  standards 
of  knowledge  and  skill  in  the  public  schools.  If  individual  instruc¬ 
tion  gets  children  along  faster,  we  can  either  give  them  more  to  do 
without  letting  them  out  any  sooner  or  we  can  take  the  gain  in  an 
immediate  saving  of  time.  In  the  latter  event,  all  the  disadvantages 
about  which  timid  teachers  are  so  nervous  will  disappear  as  soon  as 
a  goodly  number  of  pupils  receive  the  same  benefit. 
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Some  of  the  conclusions  stated  in  this  section  are  insufficiently 
supported,  and  this  has  generally  been  duly  recognized.  The  data, 
for  example,  on  the  influence  of  individual  instruction  upon  retarda¬ 
tion  are  insufficient.  The  amount  of  retardation  in  Winnetka  is  in¬ 
deed  small  (14.4  percent).  It  is  less  than  that  of  school  systems  in 
surrounding  and  similar  suburbs.  It  is  very  much  less  than  that  of 
school  systems  in  industrial  cities.  How  much,  however,  of  the  dif¬ 
ferences  in  favor  of  Winnetka  are  due  to  other  conditions  than  in¬ 
dividual  instruction,  the  statistics  do  not  permit  us  to  say.  Merely 
to  erect  in  the  consciousness  of  teachers  the  ideal  of  reduction  of 
retardation  is  to  set  up  a  condition  favorable  to  reducing  it. 

For  my  part,  however,  I  feel  that  the  quantitative  data  presented 
in  this  section  are  significant.  In  my  judgment  they  justify  the  be¬ 
lief  that  individualized  instruction  has  thus  far  rendered  a  good 
account  of  itself. 
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SECTION  IV 


PROBLEMS  INVOLVED  IN  ADAPTING  SCHOOLS  TO 
INDIVIDUALS 


The  need  for  individual  work  has  been  brought  out;  typical  ex¬ 
periments  have  been  described ;  certain  questions  have  been 
answered  in  the  light  of  scientific  evidence.  In  this  section  are  dis¬ 
cussed  a  few  of  the  problems  involved  in  individualizing  schools. 
For  the  most  part,  scientific  evidence  is  not  adduced  herein;  it  is 
perhaps  just  because  we  lack  statistical  data*on  many  of  these  ques¬ 
tions  that  they  become  problems. 

What  sort  of  curriculum  becomes  possible  under  individual  meth¬ 
ods?  What  sort  of  textbooks  and  tests  should  be  used,  and  how  can 
we  make  shift  with  what  we  have?  What  sort  of  program  or  daily 
time  schedule  should  be  followed?  Should  children  be  kept  together 
in  classes,  with  differentiated  assignments,  or  promoted  by  subjects 
and  individually?  How  large  should  classes  be?  How  much  super¬ 
vision  should  children  be  given  during  their  individual  work?  How 
can  the  attitude  of  teachers  be  changed  so  that  they  can  make  indi¬ 
vidual  work  a  success? 

None  of  these  questions  can  be  answered  categorically;  each  one 
can  bear  careful  thought.  It  is  to  provoke  sueh  thought  that  this 
section  has  been  prepared. 
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A.  INDIVIDUALIZING  THE  CURRICULUM 


In  the  foregoing  sections  of  this  Yearbook  the  curriculum  has  re¬ 
ceived  scant  attention.  Some  of  the  plans  presented  in  the  Section 
II  simply  made  use  of  the  traditional  curriculum  as  they  found  it; 
others  differentiated  the  curriculum  to  some  extent,  giving  extra 
assignments  to  the  brighter  children.  One  or  more  of  the  plans  has 
involved  the  use  of  the  results  of  research  in  determining  the  com¬ 
mon  essentials  of  the  curriculum,  and  has  added  to  these,  various 
group  and  creative  activities  for  fuller  development  of  each  child. 
None  has  completely  reorganized  the  curriculum,  i.  e.,  changed  it 
from  a  learning  curriculum  to  a  curriculum  of  functioning.  Bobbitt, 
in  the  following  pages,  shows  some  of  the  future  possibilities  of  the 
curriculum  under  the  individual  method. 


By  Franklin  Bobbitt 
University  of  Chicago,  Chicago,  Illinois 


The  facts  relative  to  the  actual  curriculum  of  schools  employing 
individual  instruction  are  being  presented  by  those  responsible  for 
the  work.  It  is  my  purpose  here  to  present  only  what  appear  to  be 
certain  facts,  or  at  least  probabilities,  as  to  ways  in  which  the  cur¬ 
riculum  might  be  improved  through  the  use  of  individualized 
education. 

Our  profession  is  inclining  more  and  more  to  the  belief  that  edu¬ 
cation  of  maximal  effectiveness  is  to  be  accomplished  through  the 
experiences  of  normal  living.  And  normal  living  is  mostly  an  indi¬ 
vidual  matter.  This  does  not  mean  that  it  is  solitary.  Much  of  the 
time  one  does  his  part  within  a  social  situation;  and  yet  his  is  an 
individual,  voluntary,  self -directed  part. 

A  girl  is  to  be  trained,  let  us  say,  to  perform  the  practical  occu¬ 
pations  of  the  household:  certain  home-cooking,  home-sewing  and 
mending,  laundry,  household  ordering,  cleaning,  marketing,  etc. 
These  are  the  activities  of  individual  homes  and  they  differ  from 
home  to  home.  They  are  not  done  en  masse. 

The  only  sane  way  to  train  a  girl  to  perform  household  labors  is 
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primarily  to  have  her  perform  household  labors  in  her  own  home 
under  the  normal  conditions  of  that  home.  She  may  be  associated 
with  her  mother  or  sisters.  They  may  divide  the  labor  somewhat; 
but  it  is  individual  work  none  the  less. 

The  girl  who  is  getting  her  individual  training  through  the  per¬ 
formance  of  these  labors  will  perform  them  in  the  main  through 
self-direction.  School  and  parents  may  have  to  exercise  certain 
stimulations  or  pressure;  but  the  details  of  the  action  will  have  to 
be  mainly  self-directed.  Parents  and  teachers  will  assist  her  to  know 
what  to  do  and  how  to  do  it;  they  will  exercise  certain  supervision; 
and  they  will  award  recognition  in  proportion  to  meritorious  ac¬ 
complishment.  These  are  matters,  however,  that  are  to  be  employed 
by  way  of  conditioning  the  girl’s  own  self-direction. 

In  the  conduct  of  her  labors  of  cooking,  sewing,  marketing,  etc., 
she  needs  to  be  guided  by  information,  some  of  it  quite  complex  and 
technical.  It  is  the  function  of  the  school  particularly  to  assist  her 
in  securing  this  information.  Some  of  it  will  be  given  in  the  form  of 
talks  by  the  teacher  and  demonstrations  in  the  laboratory.  Much  of 
it  is  equally  needed  by  all  of  the  girls  and  can  be  given  to  them  all 
at  once  as  a  class.  In  working  the  information  over  in  various  ways 
a  certain  amount  of  discussion  and  problem-solving  will  be  employed. 
This  also  must  be  group  or  class  activity. 

But  these  class  activities  are  merely  accessory  and  preparatory  to 
the  actual  fundamental  activities  of  the  home  itself  which  necessa¬ 
rily  are  individual.  And  in  the  giving  of  the  information,  much  of 
it  should  be  focussed  on  the  specific  difficulties  met  with  in  the  par¬ 
ticular  homes  by  the  individual  girls.  Much  of  it  certainly  must  be 
individual  conference  of  mother,  daughter,  and  teacher.  Much  of 
the  reading  and  study  of  the  girls  relative  to  the  particular  problems 
must  be  individual  as  they  meet  with  those  problems. 

We  have  taken  an  illustration  where  it  is  quite  obvious  that  most 
of  the  fundamental  training  experiences  must  be  individual,  and 
where  much  of  the  accessory  or  preparatory  training  experiences 
must  also  be  individual.  The  illustration,  however,  is  typical  of  the 
entire  content  of  functional  education  in  all  of  its  aspects.  We  are 
coming  to  believe  that  one  hundred  percent  of  education  should  be 
devoted  to  training  individuals  to  do  things.  It  is  not  a  mere  aca¬ 
demic  mastery  of  a  few  academic  skills  and  several  bodies  of  aca- 
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demic  information.  It  is  rather  a  preparation  of  men  and  women  to 
do  the  numerous  things  which  make  up  the  totality  of  human  life. 

All  of  the  activities  which  make  up  human  life  are  just  about  as 
individual  as  the  home  occupations.  As  one  cares  for  his  health,  it 
is  a  matter  of  self-directed  right  living  twenty-four  hours  of  the  day 
and  every  day  in  the  year.  It  is  a  problem  for  each  individual  accord¬ 
ing  to  his  nature  and  situation.  The  physical  upbuilding  and  main¬ 
tenance  must  in  the  main  result  from  what  one  himself  does,  and 
from  the  habits  which  he  himself  forms.  Here,  again,  the  school  can 
give  certain  general  information  and  advice,  and  can  do  this  class- 
fashion.  Much  of  the  information  and  advice,  however,  needs  to  be 
fitted  to  the  individual  needs,  and  must  therefore  be  individually 
given.  But  the  normal  living  which  in  time  constitutes  good  habits, 

and  results  in  the  development  and  maintenance  of  the  physique _ 

all  this  is  necessarily  an  individual  affair. 

If  one  is  to  be  trained  to  read  current  publications  by  way  of 
keeping  abreast  of  human  affairs  and  problems,  and  by  way  of  main¬ 
taining  a  clear  vision  over  human  society  in  all  of  its  complexities 
and  relationships,  quite  obviously  the  training  must  come  from  an 
abundance  of  self-directed,  spontaneous  reading  of  newspapers, 
magazines,  and  books.  This  can  have  no  resemblance  to  the  reading 
of  normal  living  if  great  masses  of  individuals  must  be  assigned  the 
1  eading  at  the  same  time,  in  class  fashion,  of  the  same  newspapers, 
the  same  magazines,  and  the  same  books.  If  it  is  all  mechanized  and 
directed  in  this  manner,  the  spontaneity  of  the  experience  is  lost. 
It  can  be  neither  normal  nor  effective.  Individuals  may  be  driven 
through  such  a  course;  but  the  results  must  be  quite  the  opposite 
from  those  intended.  The  desired  habits  will  not  grow  up  out  of 
such  experience.  Such  vision  as  may  be  obtained  of  human  society 
will  tend  to  be  perfunctory  and  non-vi tal. 

The  individual  is  social-minded  and  he  will  not  develop  and  main¬ 
tain  this  vision  is  most  cases  without  a  certain  amount  of  discussion 
of  matters  met  with  in  his  reading.  And  he  can  profit  from  the  inter¬ 
pretations  of  those  who  are  older  and  wiser  than  he.  There  appears, 
therefore,  to  be  a  place  for  the  group  activity  of  discussion  of  the 
social  topics  and  problems,  and  a  place  for  listening  to  lectures  or 
talks  by  his  teachers.  It  must  be  noted,  however,  that  these  are  sup¬ 
plementary  matters  and  can  not  exist  in  proper  form  except  as  the 
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fundamental,  individual  reading  experience  lays  the  broad  and  solid 
foundations. 

In  the  same  way  the  genuine  reading  of  literature,  whether  it  be 
m  the  English  language  or  in  a  foreign  language,  must  be  at  bottom 
an  individual  matter  and  in  the  main  self-directed.  There  is  here, 
too,  a  place  for  certain  general  stimulations  and  direction  which  can 
be  managed  class-fashion.  And  yet,  after  all,  this  is  merely  acces¬ 
sory  and  preparatory.  The  fundamental  experiences,  to  be  normal, 
must  be  individual. 

Natural  science  from  the  point  of  view  of  human  functioning  can 
be  seen  as  a  viewing  by  the  individual  of  the  things,  forces,  and 
phenomena  which  make  up  the  natural  world.  This  observation 
should  be  both  direct  and  indirect  and  it  should  be  continuous  as  a 
growing,  expanding,  and  deepening  thing  through  the  years  of 
childhood,  youth,  and  manhood.  Just  as  with  the  reading  of  current 
publications,  this  continuous  science  observation  of  one’s  environ¬ 
ment,  near  and  far,  must  be  spontaneous,  voluntary,  and  self- 
directed,  or  it  will  not  be  done.  An  activity  of  this  sort  is  so  subtle 
and  subjective  that  it  can  not  be  compelled. 

And  yet,  of  course,  there  is  a  certain  revealing  of  reality  which 
can  be  accomplished  through  demonstrations  and  lectures  in  the 
laboratory  or  through  pictures  and  diagrams;  and  there  are  prob¬ 
lems  which  can  be  developed  and  illumined  through  group  discus¬ 
sion.  Then,  too,  there  is  the  stimulation  which  comes  from  the  in¬ 
troduction  of  the  social  motive.  These  matters  can  be  accomplished 
in  class.  But  such  experiences  must  be  looked  upon  as  auxiliaries 
to  the  fundamental  experiences  of  current  and  continuous  direct 
and  indirect  observations  of  natural  phenomena.  They  are  prepara¬ 
tory  and  supplementary. 

We  have  illustrated  rather  fully,  since  it  is  the  concrete  examples 
which  best  show  the  indispensability  of  individualizing  experiences 
if  they  are  to  be  of  normal  type.  Let  us  now  summarize : 

Education  is  accomplished  through  two  types  of  activity  on  the 
part  of  the  pupils.  On  the  one  hand,  there  are  the  fundamental  ex¬ 
periences  of  normal  living.  These  must  be  the  basic  means  of  educa¬ 
tion;  and  most  of  them  must  be  individual  or  they  are  not  normal. 
On  the  other  hand,  there  are  activities  which  are  merely  prepara¬ 
tory  to  the  fundamental  activities — the  assembling  of  certain  ideas 
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necessary  for  guidance,  sometimes  preliminary  drill  by  way  of  de¬ 
veloping  a  certain  initial  skill,  and  the  like.  In  almost  every  field  of 
education  a  portion  of  these  preliminary  matters  is  general  in  char¬ 
acter  and  needed  more  or  less  equally  by  all  of  the  pupils.  For  the 
sake  of  economy  and  for  the  sake  of  introducing  the  social  motive, 
it  seems  they  can  largely  be  managed  by  groups  or  classes.  The 
application  of  these  matters,  however,  in  the  fundamental  experi¬ 
ence  is  almost  always  an  individual  matter;  and  ofttimes  there  is 
need  of  special  kinds  of  information  and  special  kinds  of  drill  on 
the  part  of  the  individual  by  way  of  meeting  his  special  problems. 
As  a  consequence,  this  preliminary  information-giving  and  drill 
needs  in  part  to  be  an  individual  affair. 

The  full  humanizing  of  the  individual  comes  quite  largely  from 
contact  with  vigorous,  inspiring,  high-minded  personalities.  Teach¬ 
ers  of  this  latter  type  can  extend  their  influence  and  economize  their 
labors  by  dealing  with  pupils  in  classes  for  a  certain  portion  of  the 
time.  This  is  a  matter  on  which  we  have  so  little  quantitative  infor¬ 
mation  that  it  is  impossible  even  to  guess  whether  the  amount  of 
time  should  be  small  or  large.  The  probabilities  are  that  quality  is 
of  more  importance  than  the  amount  of  time. 

And  then  there  is  the  need  of  pupil  association  as  they  participate 
in  their  numerous  activities.  Whatever  one’s  experiences,  if  they  are 
vital,  it  is  human  nature  to  talk  them  over  with  others ;  and  it  seems 
that  this  is  necessary  for  turning  them  over  in  mind,  seeing  their 
significances  and  relationships,  and  otherwise  digesting  and  assimi¬ 
lating  them.  This,  too,  requires  group  activities — mostly  small 
groups,  and  best  when  spontaneously  formed.  This  expression  is  a 
very  subtle  thing.  It  must  be  spontaneous  or  it  is  neither  normal  nor 
effective.  And  to  be  spontaneous,  although  part  of  a  group  affair,  it 
must  be  individual  expression  which  grows  naturally  out  of  individ¬ 
ual  experiences.  It  can  not  be  a  mechanized  and  assigned  affair.  It 
is  a  matter  of  individual  activity  within  a  social  group. 

As  one  attempts  to  formulate  the  curriculum  of  functional  educa¬ 
tion,  it  seems  desirable  to  include  both  individual  experiences  and 
group  or  class  experiences.  It  seems,  however,  that  the  experiences 
of  dominant  and  preponderant  types  should  be  those  of  individual 
character:  and  that  even  where  we  have  group  activities,  much  of 
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the  time  the  activities  must  be  fully  spontaneous  and  individual, 
even  though  manifesting  themselves  within  a  social  group. 

We  are  not  saying  that  those  schools  where  individualized  educa¬ 
tion  is  being  developed  have  yet  been  able  to  go  as  far  as  we  have 
indicated  in  the  direction  of  a  thoroughly  functional  education.  For 
the  most  part,  they  have  not  been  able  to  do  so.  The  thing  we  are 
saying,  however,  is  that,  as  we  functionalize  the  curriculum,  we 
certainly  shall  be  compelled  to  move  in  the  direction  of  individual¬ 
izing  our  education,  and  corresponding’  -  a  way  xrom  the  mechanized, 
uniform,  mass  handling  of  impersonal  human  units  in  academic 
study  and  recitation.  The  individual  plan,  in  which  there  is  a  suffi¬ 
ciency  of  group  activities,  will  permit  the  functional  curriculum, 
whereas  •Lhe  mechanical  lock-step  plan  is  one  of  the  greatest  obsta¬ 
cles  in  the  way  of  developing  a  functional  education. 

Now,  it  is  possible  for  a  school  in  which  there  is  individual  in¬ 
struction  to  hold  to  an  ancient,  reactionary,  academic  program.  It 
can  lay  out  the  content  of  the  older  type  of  curriculum  into  definite 
units  of  work.  It  can  provide  teaching  and  testing  materials  to 
cover  each  of  these  units.  And  thus  it  may  have  merely  another  plan 
for  doing  the  ancient  thing.  It  may  merely  claim  that  it  can  do  it 
better  by  letting  each  individual  go  his  own  gait.  It  must  be  noted, 
therefore,  that  the  plan  of  individual  training  does  not  necessarily 
carry  with  it  an  improved  type  of  curriculum.  We  wish  here  only 
to  point  out  that  it  can  be  so  employed  when  we  wish  to  do  so,  and 
that  the  mechanical  class-teaching  plan  does  not  lend  itself  to  such 
improvement. 

In  a  rational  system  of  education  there  can  be  no  such  thing  as 
uniform  standards  to  be  achieved  equally  by  all  pupils.  It  seems 
that  each  should  be  assisted  and  encouraged  to  go  as  far  as  he  will, 
so  long  as  he  is  developing  his  powers  in  a  balanced  or  proportioned 
way.  This  latter  requirement  will  prevent  anyone’s  overdoing  the 
training  along  any  of  the  specific  lines.  When  stated  in  this  way, 
it  appears  to  be  practically  impossible  to  fix  quantitative  standards 
of  achievement  for  any  individual.  He  has  to  be  tried  out  to  see  how 
far  he  can  go  before  we  can  discover  what  is  normal  and  appropri¬ 
ate  for  him.  This  diversification  is  possible  with  a  well  developed 
system  of  training  which  is  both  functional  and  individual.  In 
assisting  each  individual  to  go  as  far  as  he  will  or  as  far  as  he  can. 
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without  injury,  it  is  discovered  that  in  developing  necessary  skills, 
for  example,  one  individual  will  require  a  fairly  large  amount  of 
drill,  while  another  will  achieve  the  necessary  skill  in  much  less 
time  and  with  much  less  effort.  Likewise,  in  assembling  that  infor¬ 
mation  which  is  necessary  for  self-guidance  one  individual  needs 
much  which  he  acquires  relatively  slowly;  another  individual  needs 
less  which  he  acquires  relatively  rapidly.  As  education  is  individ¬ 
ualized,  these  differences  in  need  are  automatically  taken  care  of. 
In  the  uniform  lock-step,  they  have  mostly  to  be  ignored.  This  is 
done  with  great  loss,  especially  to  those  individuals  who  vary 
markedly  from  the  average  of  the  class. 

,  The  individual  plan  permits  us  to  lay  out  a  curriculum  of  gen¬ 
eral  education  which  is  much  the  same  for  all  pupils,  whatever  the 
level  of  their  natural  capacity,  and  then  to  let  the  pupils  themselves 
provide  the  differentiation  due  to  differences  in  natural  capacity. 
Those  of  large  native  capacity  will  go  rapidly  and  they  will  go  far. 
Those  of  medium  capacity  will  travel  much  the  same  road,  but  more 
slowly ;  and  they  will  not  get  so  far.  Those  of  inferior  native  capacity 
will  travel  toward  the  same  heights  attained  by  their  stronger 
brethren,  but  they  will  have  to  content  themselves  with  the  attain¬ 
ment  of  the  lower  levels.  The  pupils  are  not  artificially  or  arbitrarily 
differentiated.  The  efforts  of  each  determine  the  place  of  each. 

More  than  under  the  class  system,  there  must  be  measurement. 
Teachers  and  pupils  need  to  know  native  capacity  in  order  to  esti¬ 
mate  the  distance  that  any  pupil  can  go.  Equally,  they  need  to  know 
achievement  upon  the  several  age  levels  by  way  of  knowing  whether 
the  pupil  has  been  advancing  according  to  his  native  capacity.  Under 
such  a  system  there  can  be  no  such  thing  as  uniform  graduation  re¬ 
quirements.  Each  should  go  as  far  along  the  several  lines  of  his 
development  as  he  can  be  prevailed  upon  to  go.  Each  should  have  a 
certificate  of  the  actual  proficiency  attained.  This  of  course  is  an 
administrative  measure;  but  it  is  a  vital  factor  in  developing  a 
functional  curriculum. 


( 


B.  TEXTBOOKS  AND  TESTS  WITH  THE  INDIVIDUAL  METHOD 

Bobbitt  has  discussed  some  of  the  ultimate  possibilities  of  the 
curriculum  under  individual  methods.  It  textbooks  are  used  at  all 
for  such  functional  education  as  he  describes,  they  will  certainly 
have  to  be  a  new  kind.  Stoddard,  as  a  superintendent  dealing  with 
the  immediate  problem  of  texts  and  tests  in  the  individualization 
of  his  own  schools  at  Bronxville,  N.  Y.,  takes  the  practical  point  of 
view.  What  kind  of  texts  do  we  need  now,  and  how  can  we  get  along 
with  what  is  available  until  texts  are  published  especially  for  indi¬ 
vidual  instruction? 


By  A.  J.  Stoddard 

Superintendent  of  Schools,  Bronxville,  New  York 


The  problem  of  the  right  kind  of  textbook  and  test  materials  to 
be  used  with  the  individual  method  must  be  solved  before  there  will 
be  any  wide-spread  use  of  the  method.  This  is  especially  true  in 
larger  school  systems  where  it  would  be  an  impracticable  adminis¬ 
trative  task  to  produce  large  enough  quantities  of  special  materials 
to  supply  the  needs. 

Most  of  the  textbooks  that  have  been  written  were  meant  for  class 
use,  with  the  teacher  assigning  daily  lessons  and  meeting  the  elass 
in  daily  recitations  so  that  the  necessary  directions  and  helps  might 
be  given  from  day  to  day.  They  were  not  written  so  that  the  child 
could  get  from  them  complete  directions  and  drill  for  his  progress, 
step  by  step.  Moreover,  most  of  them  fail  to  supply  the  type  of  de¬ 
velopment  material  so  arranged  and  presented,  step  by  step,  that 
the  average  child  learns  what  he  should  by  performing  the  different 
tasks  as  outlined  and  suggested  in  the  book.  It  is  interesting  to  note 
that  the  definition  given  for  “textbook”  in  Webster’s  New  Interna¬ 
tional  Dictionary  is :  “A  volume  on  which  a  teacher  lectures  or  com¬ 
ments,  hence,  a  manual  of  instruction.” 

The  amount  of  drill  work  is  usually  insufficient  to  fix  the  facts, 
knowledge,  and  skills  that  are  acquired  only  through  doing  or  learn¬ 
ing  a  great  many  times  the  things  that  are  to  be  done  or  learned. 
Of  course,  the  texts  may  be  supplemented  with  any  of  the  many  fine 
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types  of  drill  work  that  are  now  on  the  market.  However,  outside 
of  the  drill  work  in  the  four  fundamental  operations  in  arithmetic, 
there  is  not  a  very  wide  list  from  which  materials  can  be  chosen.  It 
is  better  to  have  sufficient  drill  work  follow,  in  an  intimate  way,  the 
development  work  in  a  particular  subject.  For  instance,  a  large 
amount  of  the  right  kind  of  drill  work  should  follow  each  step  in 
long  division,  and  be  a  part  of  the  same  book  that  supplies  devel¬ 
opment  materials  in  this  subject.  These  drill  materials  should  be 
corrected  by  the  ehild  himself,  with  the  answer  sheets  so  keyed  that 
the  child  is  referred  to  the  proper  drill  materials  in  order  that  he 
may  make  up  whatever  deficiency  is  indicated  in  his  work  as  he  goes 
along.  This  probably  is  the  most  important  addition  that  must  be 
made  in  adapting  present  textbook  materials  to  use  with  the  indi¬ 
vidual  method. 

Textbooks  usually  do  not  include  definite,  diagnostic  practice  tests 
by  which  the  child  can  test  himself  at  frequent  intervals  to  deter¬ 
mine  whether  or  not  he  is  getting  the  work  as  he  goes  through  it. 
Such  tests  are  essential  if  the  child  is  to  proceed  as  an  individual 
and  diagnose  his  own  difficulties.  Just  as  with  the  practice  materials, 
the  pupil  should  correct  his  own  practice  tests  with  answer  sheets 
that  are  so  keyed  as  to  refer  him  to  the  proper  drill  materials  to 
strengthen  his  weak  spots  as  indicated  by  the  test. 

All  of  these  criticisms  do  not  apply  to  many  texts  that  are  being 
written  to-day.  For  instance,  there  are  several  sets  of  arithmetic 
and  junior-high-school  mathematics  books  that  have  appeared  on 
the  market  recently  that  very  nearly  fulfill  all  the  requirements 
listed  above.1  One  text  in  geography2  has  just  come  off  the  press  that 
promises  to  fill  a  big  place  with  those  using  the  individual  method. 
In  this  text  the  materials  are  so  arranged  that  the  pupil  is  led  con¬ 
stantly  to  do  one  thing  or  another,  to  solve  this  problem  or  that 
problem,  to  look  up  answers  to  this  question  or  that — all  of  which 
causes  him  to  do  his  own  learning  as  he  progresses  through  the 
book.  Even  the  pictures  in  the  text  have  no  titles  under  them  and 


1  Among  these  might  be  mentioned  such  books  as : 

Brown-Eldredge  Arithmetics,  Row,  Peterson  &  Co. 

Shorling-Clark  Modern  Mathematics,  World  Book  Co. 

First  Course  in  Algebra,  by  Nyberg,  American  Book  Co. 

The  C.  B.  A.  Hurdle  Tests  in  Algebra,  Rand,  McNally  &  Co. 

2  Barrows-Parker,  Geography  Journeys  in  Distant  Lands,  Silver,  Bur¬ 
dette  &  Co. 
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the  pupil  is  asked  to  supply  suitable  descriptive  words  or  phrases 
that  might  properly  be  used  to  tell  what  is  in  the  pictures.  Instead 
of  the  book  presenting  a  mass  of  facts  in  an  encyclopedic  form,  it 
has  thrown  together  in  a  complete  course  a  long  series  of  tasks, 
problems,  and  projects  that  provoke  thought  and  work  on  the  part 
of  the  pupil  so  that  he  learns  what  he  should  as  he  goes  along.  The 
book  does  not  just  tell  the  child  a  lot  of  things  and  then  ask  him 
questions  about  what  it  has  told  him — the  usual  class  method  type 
of  textbook — but  serves  rather  as  a  series  of  opportunities  for  him 
to  learn  what  he  should. 

There  are  two  alternatives  confronting  those  that  are  experiment¬ 
ing  with  the  individual  method.  The  first  is  to  rewrite  the  textbook 
materials  to  fulfill  the  requirements  for  use  with  the  method.  This 
will  require  years  because  of  the  fact  that  publishers  must  be  quite 
sure  of  a  large  sale  for  the  book  before  they  will  go  to  the  expense 
of  printing  it  and  placing  it  on  the  market.  If  textbook  materials 
are  rewritten  for  immediate  use,  it  must  be  in  some  such  form  as  is 
being  so  well  done  in  Winnetka,  Illinois.  There,  committees  of  teach¬ 
ers,  through  giving  an  unusual  amount  of  extra  time  to  the  work, 
have  actually  rewritten  large  amounts  of  materials  for  use  with  the 
individual  method.  The  objection  to  such  a  process  is  that  textbook 
writing  is  an  art,  as  well  as  a  science,  and  cannot  be  done,  other 
than  in  a  tentative  form,  by  those  who  have  not  made  a  special  study 
or  had  special  training  in  the  process.  It  will  not  be  practicable  to 
ask  classroom  teachers  to  give  the  time  from  their  regular  work 
actually  to  produce  texts  in  a  permanent  form.  And  yet  the  materials 
must  be  written  as  a  result  of  a  combination  of  actual  classroom 
experience  and  a  knowledge  of  the  laws  of  learning  in  order  that 
they  be  adapted  to  use  by  an  individual  child.  Of  course,  this  is 
true  to  a  degree  for  any  good  text.  It  might  be  well  to  add  that 
materials  printed  on  a  mimeograph  often  are  produced  with  vary¬ 
ing  degrees  of  clearness,  on  varying  qualities  of  paper,  with  a 
rather  uninteresting  appearance,  in  that  it  is  not  practical  to  sup¬ 
ply  the  many  illustrations  and  pictures  that  tend  to  make  the  text¬ 
books  more  interesting  to  the  pupils. 

With  the  number  of  schools  using  the  individual  method  rapidly 
increasing,  as  at  present,  it  will  soon  be  possible  to  produce,  in  a 
regular  textbook  form,  the  type  of  materials  that  is  now  being  pro- 


234 


THE  TWENTY-FOURTH  YEARBOOK 


duced  in  several  places  in  a  tentative,  mimeographed  form.  When 
this  is  done,  it  will  be  possible  to  have  regular  textbooks,  written 
with  the  individual  pupil’s  progress  through  the  materials  as  the 
fundamental  principle  on  which  they  are  constructed.  The  different 
steps  of  a  process  will  be  developed  in  psychological  order  and  ade¬ 
quate  practice  materials  will  be  included  in  the  same  book.  Keyed 
answer  sheets  for  the  drill  and  test  materials  can  also  be  included 
so  as  to  diagnose  the  child’s  deficiencies  as  he  goes  along,  in  such  a 
manner  that  he  can  be  referred  to  the  proper  drill  work  in  order 
to  remedy  what  is  lacking.  It  may  be  well  for  the  same  author  to 
produce  a  supplementary  pamphlet  of  final  tests,  for  the  teacher’s 
use.  This  book  should  contain  answers  keyed  to  refer  to  materials 
in  the  text,  so  that  the  teacher  can  indicate  to  the  pupil,  when  cor¬ 
recting  the  test,  just  what  work  he  should  do  to  remedy  the  de¬ 
ficiency  diagnosed  by  the  test.  It  may  be  that  in  such  a  subject  as 
arithmetic,  special  texts  will  be  provided  on  special  subjects.  For 
instance,  there  may  be  a  book  on  Fractions,  one  on  the  Fundamental 
Operations,  another  on  Decimal  Fractions  and  Percentage,  another 
on  Business  Applications,  etc. 

The  other  alternative,  until  textbooks  along  the  lines  outlined 
above  are  produced,  is  to  use  the  many  fine  books  that  are  now  on 
the  market  by  supplementing  them  with  assignments.  This  process 
is  being  used  in  many  schools  that  are  applying  the  individual 
method.  The  assignment  furnishes  what  is  lacking  for  the  method 
in  the  ordinary  textbook.  That  is,  it  suggests  different  lines  of  mo¬ 
tivation  for  the  work,  states  the  purposes  that  control  the  doing  of 
it,  outlines  tasks  that  are  to  be  done,  and  supplies  the  explanations 
that  are  necessary  in  order  that  the  child  may  progress  without  a 
large  amount  of  help  from  the  teacher.  These  assignments  are 
mimeographed  and  placed  in  the  hands  of  the  pupils.  They  include 
practice  tests  and  the  necessary  drill  materials,  although  they  may 
refer  to  one  or  more  textbooks  in  which  additional  amounts  of  prac¬ 
tice  materials  may  be  found. 

The  assignment  is  being  used  to  supplement  present  textbooks 
successfully  in  several  high  schools  and  in  some  of  the  subjects  of 
many  elementary  schools.  In  such  subjects,  as  Latin  or  history,  tha 
assignment  method  is  proving  very  practical. 

However,  it  is  necessary  to  have  new  textbook  materials  in  such  & 
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subject  as  arithmetic  as  soon  as  possible.  There  is  no  excuse  for  any 
school  continuing  the  teaching  of  spelling  by  the  class  method  for 
lack  of  suitable  textbook  materials  because  the  word  list  of  any  good 
text  in  this  subject  fulfills  the  primary  requirements. 

The  same  general  criticism  that  is  made  of  textbook  materials 
can  be  made  also  of  standard  tests.  Most  of  them  were  written  to 
test  groups  and  to  determine  the  average  rating  of  the  group.  If 
not,  they  test  only  the  general  accomplishment  of  a  pupil  in  a  sub¬ 
ject.  For  instance,  a  test  in  arithmetic  might  show  that  a  pupil  had 
a  subject  age  of  eleven  years  but  would  not  show  whether  he  needs 
more  drill  on  Step  V  in  Long  Division  or  Step  VI  in  Decimals.  Or 
again,  a  test  might  show  that  the  median  of  a  certain  class  in 
geography  was  above  standard,  but  might  not  point  out  the  par¬ 
ticular  difficulty  a  particular  pupil  was  having. 

Many  standard  tests  can  be  used  with  the  individual  method  to 
determine  when  a  pupil  has  reached  the  standard  set  as  a  goal  for 
that  particular  child.  Such  a  test  as  the  Courtis  Standard  Test  in 
the  four  fundamental  operations  of  arithmetic  enables  the  teacher 
to  determine  whether  or  not  a  particular  child  is  able  to  add  a 
column  of  figures  of  a  certain  length  with  the  speed  and  accuracy 
set  as  a  standard  for  the  child  to  attain  at  that  stage  of  his  devel¬ 
opment.  Standard  handwriting,  composition,  and  spelling  scales  are 
very  useful  for  this  same  purpose. 

In  addition  to  the  standard  tests,  there  must  be  diagnostic  tests 
in  every  subject,  made  to  fit  particular  assignments  or  steps  in  that 
subject.  These  tests  are  similar  to  practice  tests,  except  that  they 
are  corrected  by  the  teacher.  In  several  subjects,  the  multiple  choice, 
completion,  proportion,  matching,  selection,  and  similar  types  of 
tests  are  proving  decidedly  valuable  because  of  their  definiteness 
and  economy  of  time. 

In  illustration:  a  child  that  has  completed  the  work  in  multipli¬ 
cation  of  fractions  takes  the  practice  test  that  covers  such  problems 

7  6  42 

as  —  X  —  =?  If  his  answer  is  — ,  the  teacher  would  check  it  III  to 

8  7  56 

indicate  the  step  (back  in  the  development  part  of  the  book)  to  which 
the  pupil  should  turn  for  further  drill  in  the  particular  phase  of 
the  work  that  is  giving  him  difficulty.  On  turning  back  to  Step  III 
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he  would  reread  the  development  material  and  work  again  many 
problems  involving  cancellation.  After  he  has  done  enough  work  to 
satisfy  himself  and  the  teacher  that  his  trouble  is  removed,  he  will 
take  another  form  of  the  same  test  taken  before,  to  determine 
whether  or  not  he  is  ready  to  take  the  final  test. 

Thus,  while  a  vast  amount  of  work  must  be  done  before  the  right 
kind  of  textbook  materials  and  tests  are  available  for  use  with  the 
individual  method,  schools  need  not  hesitate  to  adopt  the  method 
because  of  that  fact.  Enough  progress  has  been  made  in  solving  the 
problem  of  materials  for  such  subjects  as  arithmetic,  spelling,  pen¬ 
manship,  and  language,  in  the  elementary  grades,  and  so  many 
schools  are  now  successfully  using  the  method,  that  administrators 
and  teachers  desiring  to  give  it  a  trial  would  find  the  question  of 
proper  textbooks  and  tests  not  a  serious  handicap.  The  written  as¬ 
signment  or  “contract”  in  high  schools  is  making  practicable  the  use 
there  of  present  texts  until  the  other  type  can  be  produced.  The 
textbook  problem  will  be  solved  as  more  schools  use  the  method  and 
bring  about  a  more  general  demand — and  market — for  the  right 
kind  of  materials. 
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C.  THE  DAILY  PROGRAM  UNDER  INDIVIDUAL  METHODS 


By  Carleton  W.  Washburne 


In  any  attempt  to  individualize  school  work,  the  daily  program 
is  likely  to  be  modified.  One  immediately  asks  himself  if  all  the 
children  in  a  class  should  do  work  on  the  same  subject  at  the  same 
time. 

If  work  is  individual  at  all,  it  is  evident  that  either  the  time  spent 
by  one  child  on  a  certain  subject  each  day  will  be  less  than  that 
spent  by  another  or  the  amount  of  work  done  will  have  to  be  greater 
for  one  child  than  another.  Either  arrangement  is  possible. 

The  first  arrangement  would  result  in  the  brighter  children  fin¬ 
ishing  each  day’s  work  in  much  less  than  a  day.  How  to  use  the  re¬ 
mainder  profitably  then  becomes  a  serious  question.  The  teacher’s 
time  will  be  largely  occupied,  under  this  or  any  other  plan,  in  help¬ 
ing  the  slower  members  of  the  class:  it  will  therefore  be  difficult 
for  her  to  plan  or  supervise  worthwhile  activities  for  these  quicker 
children,  and  the  time  saved  becomes  time  wasted.  Such  children 
have  been  allowed  to  go  home  early,  of  course,  in  many  schools, 
or  have  been  set  to  helping  the  slower  ones.  While  either  of  these 
devices  may  not  be  without  profit  to  the  bright  child,  few  educators 
would  consider  them  as  adequate  forms  of  individualization. 

If  all  children  are  to  spend  the  same  time  on  each  subject  each 
day,  the  quicker  ones  will  either  progress  more  rapidly  or  do  more 
work  at  each  level.  Having  such  children  do  more  work  at  each  level 
appeals  strongly  to  many  persons.  The  only  serious  objection  to  it  is 
that  in  the  elementary  school,  at  least,  such  additional  work  is  liable 
to  be  mere  padding,  and  to  offer  no  incentive  to  the  child  to  work  to 
capacity.  When  a  child  has  reached  a  certain  optimal  speed  and  ac¬ 
curacy  in  long  division,  for  instance,  simply  to  give  him  more  and 
harder  long  division  examples  to  fill  his  time  is  not  educating  him. 

Consequently,  the  present  trend  seems  to  be  toward  allowing  chil¬ 
dren  to  progress  as  rapidly  as  their  ability  permits  in  the  required 
subjects  each  day,  making  use  of  the  saved  time  for  large  units  of 
elective  courses  in  the  junior  and  senior  high  school  as  the  children 
finish  their  required  work. 
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There  has  been,  on  the  other  hand,  a  strong  tendency  to  give  each 
child  freedom  in  the  arrangement  of  his  own  time.  This  originated 
with  Montessori,  but  got  into  public  schools  by  way  of  Frederic 
Burk,  and  especially  through  Helen  Parkhurst’s  Dalton  Plan. 

The  Dalton  theory  of  making  each  child  responsible  for  his  own 
job,  of  allowing  him  to  continue  uninterruptedly  at  a  task  he  has 
undertaken,  and  of  permitting  him  to  use  more  time  on  the  subjects 
which  he  finds  hard  than  on  those  which  for  him  require  less  study, 
has  a  wide  appeal.  The  rapid  and  world-wide  spread  of  the  Dalton 
Plan  idea  bears  witness  to  this  appeal. 

Burk,  however,  and  following  him,  the  Winnetka  schools,  have 
shown  that  many  children,  given  this  degree  of  freedom,  waste 
much  time.  Children  should  earn  the  privilege  of  regulating  their 
own  time,  they  claim,  and  should  lose  the  privilege  if  they  abuse  it. 

Possibly  the  fact  that  Miss  Parkhurst  worked  with  select  groups 
in  private  schools,  and  with  high-school  students,  while  Burk  and 
the  people  at  Winnetka  have  been  dealing  with  elementary-school 
children,  accounts  in  part  for  this  divergence  in  point  of  view. 

Under  the  Dalton  plan  every  child  makes  his  own  daily  program, 
except  for  times  when  he  must  attend  conferences  called  by  the 
teachers.  In  Winnetka,  children  are  classified  into  “supervised 
study”  groups  and  “self-reliant”  groups,  according  to  the  teacher’s 
judgment.  Those  in  the  supervised  study”  group  follow  a  program 
— usually,  but  not  always  the  same  for  all — made  by  the  teacher. 
Those  in  the  “self-reliant”  group  arrange  their  own  day  very  much 
as  under  the  Dalton  Plan.  Any  “supervised  study”  child  may  upon 
his  petition  be  changed  to  “self-reliant”  if  the  teacher  feels  that  he 
has  shown  himself  to  be,  in  general,  self-reliant,  and  any  child  in 
the  “self-reliant”  group  who  misuses  his  time,  spending  it  on  his 
favorite  study  or  getting  into  mischief,  may  be  transferred  at  once 
to  the  “supervised  study”  group. 

Under  either  this  plan  or  the  full  Dalton  Plan,  the  daily  program, 
in  the  old  sense,  disappears.  The  very  fact  of  individual  work  breaks 
down  the  necessity  for  rigid  time  tables.  When  the  work  becomes 
flexible  to  fit  individual  differences,  the  daily  program,  too,  becomes 
flexible  and  adaptable. 


D.  PROMOTIONS  AND  INDIVIDUALIZATION 


By  Carleton  W.  Washburne 


In  order  to  determine  what  type  of  promotion  should  be  used 
under  a  system  of  individual  work  in  schools,  it  is  necessary  first 
of  all  to  decide  what  use  is  to  be  made  of  the  time  saved  by  the 
brighter  children  under  such  a  system.  There  is,  first  of  all,  the 
question  as  to  whether  children  who  are  capable  of  completing  the 
required  work  of  the  schools  in  fewer  years  than  now  allowed  should 
be  permitted  to  do  so  and  turned  out  into  life  at  a  younger  age, 
or  whether,  on  the  other  hand,  provision  should  be  made  to  use  their 
surplus  time  in  school  for  a  broader  and  richer  training  than  that 
accorded  to  slower  children. 

There  are  those  who  feel  strongly  that  the  idea  that  every  child 
should  finish  the  elementary  school  at  the  age  of  about  14,  the  high 
school  at  approximately  18,  and  the  college  at  22,  is  purely  tradi¬ 
tional  and  based  upon  the  old  habit  of  thinking  in  terms  of  averages 
rather  than  in  terms  of  individuals.  These  persons  contend  that  it  is 
just  as  natural  for  some  children  to  finish  all  their  education  in  two 
or  three  years  less  time  than  is  usually  allotted  as  it  is  for  slower 
children  to  finish  their  education  in  the  regular  period.  They  argue 
that  it  is  from  the  ranks  of  the  brighter  children  that  our  pro¬ 
fessional  men  and  technical  experts  are  to  be  recruited.  The  train¬ 
ing  required  of  such  men  and  women  is  becoming  increasingly  long 
and  arduous.  A  physician,  for  example,  who  takes  the  regular 
amount  of  time  to  pass  through  school,  is  not  ready  for  practice 
until  he  has  reached  the  age  of  26  and  usually  has  not  achieved  suf¬ 
ficient  practice  to  enable  him  to  settle  down  and  marry  until  con¬ 
siderably  later.  Serious  social  problems  arise  from  this  long  post¬ 
ponement  of  the  time  of  marriage.  Furthermore,  large  losses  to  so¬ 
ciety  arise  from  the  long  unproductive  period  now  being  used  for 
training.  Any  shortening  of  this  long  process  would  be,  from  this 
point  of  view,  a  welcome  and  needed  solution  to  a  problem  which  is 
becoming  more  and  more  serious  with  the  increase  of  human  knowl¬ 
edge  and  specialization. 

The  counter  argument  is  to  this  effect:  It  is  our  business  to  use 
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time,  not  to  save  it.  The  more  education  we  can  give  to  the  children 
during  the  few  years  we  have  them,  the  better  their  lives  will  be 
afterward.  The  specialization  that  the  children  are  going  to  do  later 
should  be  compensated  for  by  as  broad  a  range  of  interests  and 
knowledge  as  possible.  The  brighter  child  should  not  try  to  speed 
through  his  schooling,  but  should  rather  broaden  his  interests  and 
increase  the  range  of  his  knowledge. 

There  is  also  the  purely  practical  argument,  which,  for  the  time 
being,  takes  precedence  in  most  people’s  minds  over  the  broader 
issues  raised  above.  Most  children  who  enter  the  high  school  do  so 
at  an  age  not  less  than  14;  most  students  entering  college  are  not 
less  than  18.  To  send  a  few  individuals  into  the  high  school  or  the 
college  at  much  younger  ages  is  to  put  these  irfdividuals  in  an  en¬ 
vironment  that  is  not  fitted  to  them  and  to  put  them  at  a  social  and 
physical  disadvantage.  Thus,  the  child  who  enters  college  at  the  age 
of  15  or  16  often  does  not  have  the  opportunity  to  participate  in 
athletics  that  he  would  have  two  or  three  years  later.  While  still 
adolescent,  he  is  thrown  with  young  men  and  women  of  compara¬ 
tive  maturity.  The  same  contrast  applies  also  to  very  young  children 
entering  the  high  schools. 

This  argument  is  partially  refuted  by  some  people  on  the  ground 
that  if  education  everywhere  were  individualized  there  would  be  in 
every  high  school  of  any  size  and  in  every  college,  a  young  group 
who  would  naturally  associate  with  each  other  and  for  whom  athletic 
and  social  provisions  would  be  made. 

This  being  somewhat  in  the  future,  however,  and  the  practical 
difficulties  being  more  obvious  to  most  people  than  the  possible 
future  advantages,  the  present  trend  of  individual  work  seems  to  be 
to  provide  some  means  by  which  children  will  not  finish  school  at 
too  early  an  age,  but  will  rather  use  the  time  they  have  saved 
through  individual  work  for  a  broader  education. 

The  place  for  this  broader  education  may  be  in  each  grade  as  the 
child  goes  along,  or  in  the  junior  or  senior  high  school.  If  it  is  in 
grade,  promotions  will  usually  be  annual,  and  the  class  will  move 
forward  as  a  whole.  If  it  is  in  the  junior  or  senior  high  school,  the 
children  will  move  forward  through  the  lower  grades  as  individuals 
and  as  rapidly  as  their  ability  permits,  until  they  reach  the  junior 
or  senior  high  schools,  where  a  wide  enough  range  of  electives  and 
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special  courses  will  be  offered  so  that  the  rapid  child  may  use  profit¬ 
ably  the  time  he  has  saved  in  the  lower  grades.  There  are  advan¬ 
tages  and  disadvantages  in  both  plans. 

Under  the  first  plan  there  is  a  minimal  course  of  study  for  every 
child.  This  course  is  presumably  based  upon  what  the  slowest  ‘nor¬ 
mal’  children  can  accomplish  in  a  year.  Beyond  this  minimum  there 
are  all  sorts  of  additional  and  special  assignments — by-paths  which 
the  brighter  children  can  explore  if  they  have  completed  the  mini¬ 
mal  assignment  for  the  day,  week,  or  month,  as  the  case  may  be.  The 
advantages  of  such  a  plan  are,  first,  that  the  children  are  constantly 
kept  with  others  of  their  own  chronological  age;  second,  that  the 
teacher  is  able  to  conduct  group  explanations  and  discussions  which 
require  less  of  her  time  than  individual  explanations;  and  third, 
that  the  group  and  creative  activities  of  the  class  may  be  much 
more  closely  correlated  with  strictly  individual  activities  than  under 
the  other  plan. 

The  first  disadvantage,  aside  from  the  impossibility,  under  this 
plan,  of  permitting  children  to  finish  school  at  a  younger  age  than 
is  now  customary,  is  that  it  is  almost  impossible  with  non-depart- 
mentalized  work  in  the  grades  to  provide  enough  really  educative 
material  to  use  to  advantage  the  varying  amounts  of  time  saved  by 
each  child.  A  teacher  with  thirty  to  forty  children  in  her  class  can 
not  very  well  see  that  each  child,  as  he  completes  each  unit  of  his 
work,  is  provided  with  the  right  sort  of  educational  material.  For 
one  thing,  the  classrooms  themselves  are  not  equipped  for  a  wide 
enough  range  of  activities.  It  may,  for  example,  be  more  profitable 
to  a  certain  child  to  use  his  saved  time  doing  shop  work  or  experi¬ 
menting  with  radio  or  practicing  music  than  in  doing  a  ‘plus  as¬ 
signment’  in  formal  grammar  or  reading  more  books.  Yet,  in  unde¬ 
partmentalized  lower  grades  such  activities  would  not  only  require 
unusual  equipment,  but  would  often  be  disturbing  to  the  rest  of  the 
children.3  Consequently,  the  attempt  to  give  plus  assignments  often 
results  in  merely  filling  the  children’s  time  with  ‘busy-work’  or  pad¬ 
ding  their  course  of  study  with  unnecessary  and  often  useless  detail. 
The  prospect  of  having  to  do  such  plus  assignments  does  not  tempt 


3  Some  of  these  disadvantages  could  be  avoided  by  the  platoon  plan. 
Many  thoughtful  people  and  experienced  teachers,  however,  gravely  ques¬ 
tion  the  desirability  of  departmentalizing  and  platooning  the  primary 
grades. 
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the  child  to  complete  his  minimal  course  of  study  as  rapidly  as  pos¬ 
sible.  On  the  contrary,  he  may  be  tempted  to  loaf  along  so  as  to 
avoid  extra  work. 

The  other  plan  makes  promotions  strictly  individual  and  by  sub¬ 
jects,  up  to  the  junior  or  senior  high  school — preferably  to  the  junior 
high  school,  if  there  is  one.  There  is  a  single  course  of  study  for  all 
children,  consisting  of  those  subjects  which  will  be  valuable  to  every 
child.  Each  child  completes  this  course  of  study  at  his  own  rate. 
When  he  has  completed  all  his  work  of  the  lower  grades,  no  matter 
what  his  age  is,  he  enters  the  junior  high  school.  Here  he  is  given 
as  wide  a  range  of  electives  and  special  courses  as  possible,  in  addi¬ 
tion  to  such  required  work  as  the  junior  high  school  may  provide. 
His  whole  time  is  used  and  he  may  even  spend  an  additional  year  in 
this  junior  high  school,  following  out  his  special  interests  or  filing 
out  his  special  needs,  after  all  the  required  work  is  done. 

The  advantages  of  this  plan  are  these :  First,  if  in  the  case  of  any 
particular  child  it  seems  desirable  to  allow  him  to  complete  his 
school  work  at  an  age  somewhat  younger  than  the  traditional  one, 
this  may  be  done.  Second,  the  child  is  encouraged  to  work  to  capacity 
all  through  his  school  life,  with  the  reward  of  more  rapid  promo¬ 
tion  and  an  opportunity  to  follow  out  his  special  interests  later. 
Finally,  it  becomes  possible  under  such  a  system  to  use  the  time  the 
child  has  saved  to  the  best  possible  advantage,  for  it  is  in  the  junior 
and  senior  high  schools  that  centralization  and  departmentalization 
bring  about  a  wider  range  of  activities  and  a  greater  amount  of 
equipment  than  can  possibly  be  had  in  the  lower  grades. 

There  are,  however,  certain  disadvantages.  The  outstanding  one 
is  the  difficulty  of  correlating  group  activities  with  the  individual 
work.  This  is  particularly  true  in  the  social  studies.  Here  it  is  al¬ 
most  essential  to  have  a  group  working  on  a  particular  topic  to¬ 
gether.  Even  those  schools  which  most  urgently  advocate  strictly 
individual  progress  and  promotions,  usually  make  some  provision 
by  which  the  social  studies  may  be  excepted.  One  method  of  doing 
this  is  to  require  each  child  to  complete  a  certain  topic  in  social 
studies  (including,  of  course,  history  and  geography)  as  an  indi¬ 
vidual.  Before  beginning  the  next  topic,  however,  he  must  wait 
until  at  least  three-fourths  of  the  children  in  the  group  are  ready 
for  it.  He  may  use  his  excess  time  either  to  explore  further  in  social 
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studies,  which  offer  an  unusually  rich  field  for  such  exploration  or 
to  work  on  his  more  completely  individualized  subjects.  In  this  way 
it  is  possible  for  class  discussions,  dramatizations,  and  projects  to 
go  hand  in  hand  with  the  individual  work  in  the  social  studies.  This 
single  exception  to  individual  progress  does  not  seriously  interfere 
with  the  general  scheme.  If  a  child  completes  six  years  of  work  in 
five  in  all  the  other  subjects,  it  is  merely  necessary  for  him  during 
the  last  year  of  the  five  to  carry  a  double  load  of  social  studies,  one 
slowly  with  the  rest  of  the  class,  the  other  rapidly  as  an  individual. 

Another  problem  that  arises  in  connection  with  this  plan  is  that 
of  the  preparation  of  materials.  When  explanations  to  the  entire 
class  are  made  impossible  by  the  varying  degrees  of  progress  of  its 
members,  self-instructive  textbooks  become  necessary.  Most  text¬ 
books  are  not  written  directly  to  children,  but  assume  that  the 
teacher  will  explain  more  fully  all  the  difiicult  points.  Little  by  little 
self-instructive  texts  are  being  introduced  to  meet  this  difficulty. 
For  the  time  being,  however,  the  lack  of  suitable  materials  is  prob¬ 
ably  the  greatest  deterrent  to  permitting  children  to  progress  as  in¬ 
dividuals. 

Under  a  system  of  individual  progress  the  question  arises  as  to 
whether  or  not  a  child  should  complete  a  grade’s  work  in  all  subjects 
before  he  goes  on  to  the  next  grade’s  work  in  any  one  subject.  There 
seems  to  be  no  valid  reason  for  insisting  on  a  complete  evening-up 
of  all  subjects  before  allowing  a  child  to  go  on  to  the  next  grade’s 
work  in  any  one  subject.  There  are,  however,  strong  reasons  for 
keeping  an  approximate  evenness  of  progress  in  all  subjects:  a  child 
may  be  transferred  from  an  individualized  school  system  to  one 
which  is  on  the  old  basis,  in  which  case  any  great  unevenness  would 
be  a  distinct  drawback.  Furthermore,  the  time  will  ultimately  come, 
either  at  the  end  of  the  sixth  grade  or  at  the  end  of  the  j  unior  high 
school,  when  such  an  evening-up  becomes  almost  essential ;  if  a  child 
is  two  or  three  grades  farther  along  in  one  subject  than  in  another, 
the  latter  part  of  his  school  course  will  have  to  be  very  one-sided 
in  order  to  bring  up  the  slowest  subject.  An  evenness  of  progress 
all  along  the  way  is  certainly  preferable  to  this.  The  child  who  is 
advancing  very  vrapidly  in  some  subject  should  be  required  to  use 
less  time  on  that  subject  and  to  put  more  time  on  the  subject  in 
which  he  is  farthest  behind. 
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Under  the  plan  of  individual  progress,  again,  the  question  arises 
as  to  the  basis  for  grouping  children.  It  is,  of  course,  possible  to 
keep  all  children  of  the  same  chronological  age  together,  since  the 
individual  work  of  one  child  will  not  interfere  with  that  of  another, 
even  though  they  are  at  different  stages.  One  reasonably  successful 
method  of  grouping  children  has  been  to  put  in  the  same  room  chil¬ 
dren  who  are  apparently  of  the  same  “social  age.”  This  social  age 
is  determined  by  the  teacher  through  watching  the  children  on  the 
playground  and  in  class  and  noting  the  approximate  age  and  grade 
grouping  of  a  child’s  playmates.  There  is  no  exact  rule  for  determin¬ 
ing  a  social  age,  but  under  a  plan  of  strictly  individual  progress  a 
child  can  readily  be  transferred  from  one  room  to  another,  if  he  does 
not  seem  to  fit  in  the  room  to  which  he  has  been  assigned.  The  time 
will  come,  however,  when  the  brighter  child  has  completed  all  of  his 
individual  work,  and  is  ready  to  enter  the  junior  or  senior  high 
school  at  an  age  younger  than  his  fellows.  All  such  children  can 
then  be  grouped  in  that  junior  or  senior  high  school  so  that  they 
have  plenty  of  companionship  of  their  own  age.  They  can  then  use 
their  saved  time  in  special  and  elective  courses  and  need  not  enter 
upon  the  next  higher  stage  of  their  educational  career  until  they 
have  the  necessary  maturity.4 

Either  plan  of  promotion — the  class  plan  by  which  the  brighter 
children  do  extra  work  in  each  grade,  or  the  individual  plan — re¬ 
quires  careful  preparation  and  some  adjustment.  Either  plan  proper¬ 
ly  carried  out  will  provide  for  individual  differences.  The  second 
plan,  however — that  of  allowing  children  to  progress  strictly  as  in¬ 
dividuals  through  the  lower  grades  and  then  giving  them  an  oppor¬ 
tunity  to  carry  on  diverse  activities  according  to  their  individual 
interests,  or  abilities,  or  needs,  in  the  junior  or  senior  high  school — 
probably  results  in  the  more  complete  adaptation  of  the  schools  to 
individual  differences. 


4  It  may  be  pointed  out  that  superior  intelligence  tends  very  definitely 
to  be  associated  with  superior  health  and  earlier  physical  and  social 
maturity.  See  the  reports  by  Terman  and  by  Terman  and  De  Voss  in  the 
Twenty-Third,  Yearbook,  Part  I,  Chs.  IX  and  X,  where  an  elaborate  in¬ 
vestigation  justifies  the  statement  (p.  184)  :  “Surely  there  is  no  good 
reason  why  most  children  of  140  I.Q.  or  higher  should  not  enter  the  high 
school  at  12  years  and  the  university  at  16.” — Editor. 


E.  SIZE  OF  CLASSES 


One  of  the  most  frequent  questions  in  regard  to  individualization 
of  schools  is  as  to  whether  more  teachers  are  required — whether 
classes  must  be  smaller.  Sutherland,  in  Los  Angeles,  has  held  that 
there  should  not  be  more  than  thirty-two  children  to  the  class.  Win- 
netka  has  only  thirty.  Yet  Detroit  and  Racine  have  forty,  and  Miss 
Mackinder,  with  the  hardest  grades  of  all  to  individualize — the 
primary — has  had  to  assign  45  to  54  children  to  each  teacher.  In 
spite  of  this,  she  has  done  remarkable  work  in  individualizing  her 
school — but  she  doesn’t  believe  in  such  large  classes! 

Large  classes,  therefore,  seriously  decrease  the  advantages  of  the 
individual  method,  just  as  they  prevent  good  class  work.  Little  chil¬ 
dren  cannot  be  adequately  educated  in  masses  of  forty-five  to  fifty- 
five  under  either  individual  or  class  methods.  A  teacher  ought  not 
to  have  more  than  thirty-five  children  in  a  class.  If  she  has  more,  her 
work  will  suffer;  but  she  can  make  shift,  and  even  in  large  classes 
the  children  will  profit  by  making  the  conventional  class  method 
give  way  to  individual  work. 


By  Jessie  B.  Mackinder 


I  believe  that  the  same  teacher,  teaching  any  reasonable  number 
of  children,  en  bloc,  as  a  class,  would  obtain,  in  the  long  run,  better 
results  with  the  same  number  of  children  by  using  individual 
methods. 

I  think  we  should  not  have  more  than  35  children.  The  larger  the 
class,  the  longer  the  time  required  to  bring  the  class  to  a  given  level 
by  either  method.  But  in  addition  to  giving  better  tangible  results 
in  the  long  run,  individual  work  will  produce  children  more  able  to 
continue  their  own  education  and  with  a  happier  attitude  toward 
life’s  difficulties  than  children  brought  up  on  class  work.  The  child 
who  has  from  the  beginning  of  his  school  life  been  obliged  to 
shoulder  the  responsibility  for  getting  a  job  done  will  not  be  likely 
to  blame  somebody  else  for  his  failure  to  achieve  when  his  school 
days  are  ended. 

In  a  large  class  it  is  not  possible  to  give  every  child  enough 
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attention  to  allow  of  his  proceeding  as  quickly  as  he  could  were 
his  teacher  never  obliged  to  keep  him  waiting. 

But  the  partial,  or  perhaps  apparent,  retardation  of  the  quick 
learning  child  is  a  less  serious  fault  than  the  complete  retarda¬ 
tion  of  the  slow  learning  child  by  preventing  his  sure  building  of 
the  foundations  of  future  ability  to  learn  or  of  the  foundations 
of  character  which  will  enable  him  to  use  his  limited  ability  in 
the  best  way. 

One  of  the  faults  of  class  teaching  has  been  the  retardation  of 
the  quick  child,  but  I  am  now  speaking  of  the  child  under  eight 
years  of  age,  and  I  do  not  think  so  young  a  child  will  be 
injured  by  the  enrichment  of  his  building  in  the  foundational 
stage  rather  than  rapid  passing  from  stage  to  stage,  so  much  as 
the  slow  child  will  be  injured  by  the  laying  of  insecure  founda¬ 
tions  or  the  formation  of  a  conviction  of  his  lack  of  ability. 

For  example,  clever  A.  B.  may  have  completed  one  stage  in 
arithmetic  and  may  be  unable  to  pass  to  the  next  until  his  teacher 
can  give  him  some  attention.  But  he  need  not  necessarily  waste 
his  time.  He  can  read  a  geography  book  for  pleasure  whilst  wait¬ 
ing.  If  the  class  were  smaller,  A.  B.  could  have  the  attention  he 
needs  when  he  needs  it,  and  that  would  be  the  most  desirable 
thing.  But  if  a  large  class  makes  the  most  desirable  unobtain¬ 
able,  we  must  choose  the  next  most  desirable  thing  possible  to 
us,  until  public  opinion  will  demand  the  best. 

As  the  teacher  works  on  individual  lines  and  realizes  how  often 
a  child  is  kept  waiting,  she  more  and  more  ardently  longs  for 
smaller  classes  so  that  she  may  “get  to”  each  child  more  frequently. 
In  actual  practice  teachers  of  large  classes  are  driven  to  a  com¬ 
promise  and  have  to  keep  certain  members  of  a  group  together, 
instead  of  allowing  every  child  to  go  ahead  at  his  own  rate,  in  some 
subjects. 

By  the  class  method  the  quick  child  was  kept  waiting  longer 
and  the  slow  child  never  caught  up.  He  became  discouraged  be¬ 
cause  he  formed  the  retardation  habit. 

In  one  school  I  know,  the  enrollment  has  ranged  from  48  to  54 
all  the  time  individual  work  has  been  used.  The  teachers  often  said 
they  could  get  the  children  as  far  by  having  half  of  any  class  for 
half  the  day,  in  school,  in  any  period,  as  they  can  when  the  whole 
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group  attends  all  day.  This  is  a  feeling,  merely.  It  has  not  been 
tested.  But  in  this  school  of  500  children  the  headmistress,  who  is, 
of  course,  not  tied  to  any  class,  has  for  the  past  three  months 
taken  the  A  section  of  three  classes  out  of  the  classrooms  for  class 
lessons  in  singing,  story  telling,  scripture,  and  similar  largely 
inspirational  subjects.  At  another  period  of  the  same  day  she  takes 
the  B  section  of  these  same  classes  for  the  lesson  given  to  the  A 
section  previously.  This  leaves  each  of  the  three  class  teachers  for 
two  periods  in  each  day  with  half  their  class.  The  large  group  of 
about  75  children  of  about  the  same  age  can  be  so  taken  for  these 
mass  subjects,  and  the  class  teachers  have  found  great  relief,  be¬ 
cause  the  children  who  remain  with  them  can  get  through  the 
work  more  quickly  because  they  do  not  have  to  wait  so  long  be¬ 
tween  jobs  for  the  teacher’s  attention.  The  actual  time  spent  by 
each  child  in  each  kind  of  work  on  the  school  time-table  is  the  same 
as  it  was,  but,  of  course,  this  would  be  impossible  were  the  head 
teacher  unable  to  participate  in  this  way  in  the  work. 

The  greatest  difficulty  is  found  in  the  classes  where  the  children 
cannot  read.  When  they  can  read,  there  are  many  things  of  interest 
for  them.  Until  they  can  read,  the  jobs  they  are  able  to  do  are  such 
as  need  constant  assessment,  correction,  or  help  from  the  teacher. 

The  younger  the  children,  too,  the  less  capable  are  they  of  sus¬ 
tained  concentration  on  one  job.  They  must  have  frequent  changes. 
A  change  from  one  job  to  another  should  involve  the  checking  of 
the  first  by  the  teacher  before  another  is  commenced.  With  large 
classes  this  is  impossible — at  any  rate  it  is  impossible  in  the  writer’s 
school,  so  far. 


F.  SUPERVISING  THE  WORK  OF  INDIVIDUAL  CHILDREN 

Individual  instruction  involves  supervised  study.  The  teacher 
who,  under  the  lock-step  methods,  had  to  be  at  the  front  of  the 
room  hearing  recitations,  under  individual  methods  is  down  among 
the  children  helping  this  one,  encouraging  that  one,  checking  up 
on  each  child’s  work.  She  is  a  teacher  of  children  rather  than 
a  hearer  of  lessons.  Her  problems  are  here  discussed  by  Miss 
Mackinder. 


By  Jessie  B.  Mackinder 


The  younger  the  child,  the  more  frequently  must  he  be  able  to 
change  his  job  and  the  more  frequently  must  he  be  shown  what  is 
the  next  step  for  him. 

When  he  first  comes  to  school,  he  often  has  either  suffered  from 
lack  of  continuous  occupation  in  a  poor  and  overcrowded  home  or 
has  been  ‘played  with’  by  older  children  and  has  not  learned  to 
depend  upon  himself  for  occupation. 

The  result  is  that  he  must  have,  in  each  stage,  an  immediate 
objective  which  he  can  reach  in  a  very  short  time,  so  that  he  very 
frequently  tastes  success,  and  by  quickly  completing  one  job  and 
taking  a  different  one,  can  have  many  changes  but  train  himself 
to  work  alone. 

Gradually,  as  the  habits  of  ‘busy-ness’  and  of  success  are  formed, 
the  child  s  will-to-wovk  and  the  teacher’s  careful  grading  of  mate¬ 
rial  will  lead  the  child  to  longer  and  longer  jobs.  I  have  been  in 
the  room  with  a  set  of  50  children,  from  6  y2  to  7*4  years  of  age, 
wheie  the  teacher  was  absent  for  two  hours,  doing  my  own  work 
and  giving  them  no  help.  They  needed  no  word  from  me. 

I  do  not  think  it  wise  to  allow  children  to  work  for  that  period 
without  supervision  at  that  age,  because  their  errors  are  so  many 
that  the  teacher  must  check  every  exercise  to  prevent  the  memoriz¬ 
ing  of  errors  by  their  repetition.  Every  exercise  should  be  checked 
and  corrected  in  the  child’s  presence,  immediately  after  it  has  been 
written.  He  is  laying  foundations  in  all  subjects  and  in  all  habits. 
It  is  well  to  insure  that  every  brick  is  well  and  truly  laid,  so  that 
the  superstructure  may  be  secure.  * 
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Whatever  the  method  of  teaching  may  be,  this  very  careful 
supervision  is  necessary.  In  individual  work,  carefully  graded  and 
recorded  by  the  teacher,  this  supervision  is  essential  to  the  plan: 
In  class  work  it  is  possible  for  the  supervision  to  be  less  personal 
to  the  child  and  less  thorough  on  the  part  of  the  teacher,  and  for 
both  to  be  unaware  of  the  fact. 

If  a  child  knows  that  the  proper  completion  of  one  stage  is  neces¬ 
sary  to  his  passing  to  the  next,  he  demands  assessment,  he  wants 
supervision,  instead  of  feeling  lucky  when  the  class  teacher  did! 
not  notice  his  bad  work. 

I  think  if  the  young  child  had  this  careful  supervision  in  his 
early  years,  the  child  of  twelve  would  be  a  self-reliant  student, 
needing  no  more  supervision  than  the  majority  of  college  students 
should  require. 

By  the  adoption  of  a  careful  method  of  recording  progress  from 
stage  to  stage,  the  supervision  of  a  small  class  is  simpler  than  that 
of  a  large  class,  in  that  it  is  more  thorough. 

When  a  class  teacher  marks  off  in  her  record  every  letter  a  young 
child  learns,  she  can  direct  his  attention  to  those  he  does  not  know, 
and  she  will  see  that  he  does  not  waste  time  on  the  known  ones! 
but  concentrates  his  attention  on  those  he  has  still  to  learn. 

When  another  child  brings  a  set  of  sums  correctly  worked  in  a 
new  rule,  this,  too,  is  recorded.  Day  by  day  the  teacher  looks  down 
her  record  and  draws  the  attention  of  any  child  to  any  particular 
detail  in  which  he  is  falling  behind. 

A  certain  type  of  teacher  finds  the  command  of  a  class  a  very 
trying  business.  This  particular  type  of  teacher  will  find  that  indi¬ 
vidual  work  gives  her  such  an  intimate  knowledge  of  the  children 
that  her  disciplinary  troubles  will  disappear.  They  will  disappear 
with  any  type  of  teacher  so  long  as  the  children  are  kept  enthusi¬ 
astic  and  busy. 

Many  most  valuable  teachers  were  wasted  by  the  strain  of  the 
drilling  of  large  heterogeneous  classes,  but  have  found  their  true 
vocation  when  they  could  come  into  contact  with  the  individuals  of 
their  class.  In  very  many  cases  these  teachers  are  the  truest  dis¬ 
ciplinarians.  They  call  forth  in  the  children  their  own  powers  of 
self-control,  and  the  children  learn  the  discipline  of  freedom  and 
work.  It  is  just  these  teachers  who  were  in  the  old  days  quite  mis¬ 
erable  in  the  marshalling  of  companies  by  fear. 


G.  TRAINING  TEACHERS  FOR  INDIVIDUAL  WORK 

The  attitude  of  the  teacher  is  undoubtedly  the  greatest  single 
factor  in  making  individual  work  successful.  How  to  bring  about 
the  right  attitude  is  therefore  the  most  pressing  single  problem 
in  the  whole  program  of  individualization.  The  studies  reported 
below  by  Courtis  bring  this  problem  out  in  bold  relief.  The  com¬ 
parative  uselessness  of  the  technique  of  individual  work  in  the 
hands  of  the  class-minded  teacher,  and  the  contrasting  value  of 
this  same  technique  in  the  hands  of  the  teacher  who,  through 
personal  training  by  a  supervisor,  has  grasped  the  underlying 
ideal,  is  forcefully  presented  by  means  of  accurate  experimentation. 


By  Stuart  A.  Courtis 
Detroit  Teachers’  College 


While  the  ideal  of  “adjusting  work  to  individual  needs”  has  been 
preached  for  many  years,  almost  all  teachers  in  service  have  re¬ 
ceived  training  in  a  form  of  mass  instruction  which  centers  re¬ 
sponsibility  for  the  control  of  the  learning  process  in  the  teacher. 
The  conventional  conception  of  teaching  is  “ doing  something  to 
the  child  in  contrast  with  “assisting  the  child  to  do  something  to 
himself.  It  is  possible  for  a  teacher  to  use  individualized  material 
exactly  as  she  has  always  used  textbooks,  blackboards,  etc.  When 
so  used,  the  material  does  not  function  and  produces  only  conven¬ 
tional  results.  True  individualization  of  instruction  involves  a 
change  of  view,  a  shift  of  emphasis.  The  maximal  benefit  from 
jthe  new  methods  of  work  cannot  be  secured  without  such  an  awak¬ 
ening  of  the  teacher  to  the  fact  of  individual  differences  that  she 
makes  for  herself  the  generalization  that  it  is  impossible  for  one 
human  being  to  plan  adequately  for  another  and  futile  to  try.  Once 
this  stage  is  reached,  she  will  see  that  true  teaching  consists  in 
‘salesmanship’  and  ‘service.’  She  will  at  once  take  the  child  into 
partnership  and  strive  to  help  him  help  himself  to  learn, 
j  Detroit  has  attempted  to  bring  about  this  essential  change  of 
^standpoint  in  its  teachers  in  three  ways:  (1)  by  general  super¬ 
visory  visiting;  (2)  by  modification  of  training  courses  in  the  city 

m. 
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Teachers  College;  and  (3)  by  direct  control  of  a  few  selected 
teachers  by  a  special  supervisor  during  the  period  of  experimen¬ 
tation. 

The  following  data  are  presented  as  illustrative  of  the  relative 
effectiveness  of  the  three  methods. 


FIRST  TRIAL  -  FEW  TEACHERS  -  INTENSIVE  SUPERVISION 
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In  January,  1922,  a  careful  control  experiment  was  conducted 
to  measure  the  effect  of  the  newly  devised  individualized  material 
for  teaching  reading.®  Five  selected  teachers  received  direct  and 
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continuous  training  and  supervision  in  the  use  of  the  new  material. 
The  results  are  based  on  180  children  in  four  schools,  matched  in 
age,  sex,  and  intelligence  with  180  children  in  four  other  schools. 


6  See  pages  198  ff. 
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The  schools  chosen  represented  four  different  levels  of  social  con¬ 
ditions,  and  the  attempt  was  made  to  equate  teaching  ability.  The 
data  are  shown  in  the  graph. 

These  results  were  presented  to  the  teachers  and  principals  of 
the  city  schools  and  opportunity  given  to  those  interested  to  vol¬ 
unteer  to  try  the  new  material  during  the  following  semester. 
Forty  schools  responded  (approximately  one-third  of  the  whole 
number).  A  comparison  of  their  scores  at  the  end  of  the  semester 
with  those  of  the  80  schools  following  the  regular  course  of  study 
shows  minor  variations  only  (see  Fig.  2). 

Yet  the  teachers  concerned  were  a  selected  group  in  that  they 
were  interested  enough  to  volunteer,  and  they  were  under  general 
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supervision  during  the  period  of  trial.  Moreover,  many  of  them 
had  learned  of  the  new  material  and  had  been  instructed  in  its 
use  through  Teachers  College  courses. 

During  the  semester  from  September  to  June,  five  schools  were 
again  selected  for  special  training  and  study,  and  one  person  de¬ 
voted  a  large  proportion  of  her  time  to  the  task  of  supervision. 
Comparison  with  five  other  schools  selected  as  equal  to  the  first  gave 
the  results  shown  graphically  in  Fig.  3.  It  is  particularly  inter¬ 
esting  to  note  that  in  the  schools  with  special  supervision  even  the 
Z  (inferior)  children  exceeded  the  score  made  by  the  X  (superior) 
children  in  the  other  group. 

In  the  meantime  the  demand  for  the  new  material  was  steadily 
growing  throughout  the  city.  Eighty  schools  were  now  using  the 
material.  Change  in  the  testing  program  of  the  city  had  necessi- 
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tated  certain  changes  in  the  records.  The  scores  of  the  next  semes¬ 
ter,  therefore,  are  not  compai’able  with  those  previously  given,  but 
are  indicative  of  the  relative  achievement  of  the  two  groups. 
Again,  the  effects  of  the  new  material  on  the  reading  test  score 
for  the  experimental  group  as  a  whole  were  not  favorable  (see 
Fig.  4) ,  in  spite  of  the  fact  that  the  concomitant  benefits  from  the 
new  method  in  better  attitudes  toward  reading  and  in  growth  in 
powers  of  self-direction  were  winning  over  many  teachers  and 
principals. 

Analysis  of  the  class  scores  for  this  period  shows  that  the  large 
gains  made  by  29  percent  of  100  B-lst  teachers  are  offset  by  the 
losses  made  by  27  percent  of  the  teachers  who  did  not  succeed.  At 
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present,  the  attention  of  the  department  is  being  given  to  devis¬ 
ing  more  effective  ways  of  supervision.  For  it  is  quite  evident  that 
in  spite  of  the  possibilities  of  the  new  material  and  its  rapid 
growth  in  favor,  effective  use  demands  something  more  than  mere 
outward  conformity  with  the  form  of  individualizing  classroom 
procedure. 

The  conclusions  from  these  and  similar  experiments  are  (1)  that 
individualization  of  instruction  involves  a  radical  change  of  point 
of  view  in  teachers;  (2)  that  the  most  effective  way  to  bring  this 
change  about  is  intensive  and  continuous  supervision  by  an  expert; 
(3)  that  teacher  training  courses  serve  to  bring  new  points  of 
view  to  the  attention  of  teachers  and  to  prepare  the  way  for  a 


254 


THE  TWENTY-FOURTH  YEARBOOK 


trial  under  classroom  conditions,  but  are  not  in  themselves  pro¬ 
ductive  of  power;  (4)  that  general  supervision  has  very  little 
effect  in  bringing  about  radical  changes  in  point  of  view  on  a 
large  scale— its  function  is  rather  to  assist  in  holding  a  given 
type  of  work  up  to  an  effective  level;  and  (5)  that  more  effective 
forms  of  supervision  and  teacher  training  must  be  devised  before 
there  can  be  efficient  individualization  of  instruction.  Under  exist¬ 
ing  conditions,  changes  in  the  right  direction  can  take  place  in  a 
system  of  any  size  only  very  slowly. 


H.  SUMMARY 


By  no  means  all  of  the  problems  connected  with  the  individuali¬ 
zation  of  instruction  have  been  discussed  in  this  section.  Enough 
have  been  included  to  make  it  evident  that  much  thought  and  ex¬ 
perimentation  are  necessary  before  a  perfect  way  of  fitting  schools 
to  individuals  will  be  found.  Enough,  too,  have  been  discussed  to 
make  it  clear  that  schools  can  adapt  themselves  to  children  in  a 
variety  of  ways,  any  one  of  which  is  better  than  to  fail  to  make 
any  adaptation. 

Bobbitt  has  shown  that  individual  instruction,  if  it  is  to  fulfill 
its  purpose  and  promise,  must  go  much  farther  than  merely  to 
provide  an  efficient  vehicle  for  the  old  curriculum;  its  greatest 
value  lies  in  the  possibilities  of  using  it  for  a  functional,  rather 
than  an  academic  education.  Stoddard  has  described  the  kind  of 
texts  and  tests  that  will  have  to  be  written  before  even  the  old 
curriculum  can  be  satisfactorily  individualized;  but  he  has  shown 
how  one  can  temporarily  use  the  best  of  the  available  materials 
and  at  least  move  a  long  way  toward  adaption  to  individuals.  The 
discussion  of  the  daily  program,  and  that  of  promotions,  open  up 
several  methods  of  individualization,  any  one  of  them  freer  and 
more  adaptable  than  the  traditional  scheme,  each  with  its  practical 
difficulties  and  each  with  its  own  advantages.  Miss  Mackinder  has 
spoken  from  personal  experience,  both  of  the  possibility  of  individ¬ 
ual  work  with  large  classes  and  of  the  undesirability  of  classes 
larger  than  35.  She  has  also  shown  something  of  the  problem  of 
supervising  each  child’s  work  under  individual  instruction.  This 
leads  naturally  to  Courtis’s  contribution  on  the  training  of  teach¬ 
ers;  he  has  brought  scientific  evidence  to  bear  upon  this  problem, 
and  has  demonstrated  that  individual  methods  employed  by  teach¬ 
ers  who  have  not  the  individual  point  of  view  are  of  relatively 
little  value.  It  is  fundamental,  therefore,  to  give  each  teacher  the 
ideal  of  adapting  her  work  to  the  needs  of  each  individual  child. 

These  discussions  tend  to  focus  thought  on  some  of  the  problems 
of  individualizing  schools.  From  such  thought  will  grow  experi¬ 
mentation.  From  that  will  come  scientific  data.  And  these  will 
gradually  lead  to  the  solving  of  the  problems. 
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SECTION  V 

A  PROGRAM  OF  INDIVIDUALIZATION 


By  Carleton  W.  Washburne 
Superintendent  of  Schools,  Winnetka,  Illinois 


This  section  is  intended  as  a  manual  for  those  who  are  interested 
in  reorganizing  their  schools  on  an  individual  basis.  The  reasons 
for  individualizing  the  schools  have  already  been  presented.  The 
results  of  such  individualization  have  been  discussed.  The  problems 
involved  in  adjusting  schools  to  individuals  have  been  entered  into 
and  various  solutions  offered.  In  this  section  are  brought  together 
certain  of  the  salient  ideas  and  successful  practices  of  various  at¬ 
tempts  at  individualization.  The  foregoing  parts  of  this  Yearbook 
make  it  perfectly  clear  that  the  method  of  individualizing  work  pre¬ 
sented  in  this  section  is  not  the  only  possible  one.  There  may  even 
be  disagreement  as  to  whether  it  is  the  best  one  at  present  worked 
out.  This  much  can  be  said  for  it,  however:  each  step  has  been 
worked  out  successfully  in  one  or  more  schools.  It  must  be  a  work¬ 
able  program,  because  it  is  a  program  that  has  worked  and  is 
working. 

A.  General  Technique 

The  first  step  of  all  is  the  reorganization  of  the  curriculum. 

Certain  knowledges  and  skills  in  the  curriculum  are  needed  by 
every  child.  These  must  be  isolated — on  paper  at  least — and  stated 
in  very  definite  terms.  To  say  that  a  child  must  learn  long  division, 
for  example,  is  not  sufficiently  definite.  To  say  that  every  child 
shall  be  able  to  divide  four-place  dividends  by  two-place  divisors, 
involving  a  naught  in  the  middle  of  the  answer,  a  naught  at  the 
end  of  the  answer,  a  remainder  or  a  trial  divisor,  and  that  he  shall 
be  able  to  divide  such  examples  at  the  rate  of  two  in  three  minutes 
with  100  percent  accuracy,  is  a  definite  statement.  To  say  that  every 
child  shall  know  about  the  discovery  of  America  is  vague.  To  say, 
on  the  other  hand,  that  every  child  should  know  that  it  was  Columbus 
who  discovered  America  in  1492,  that  Columbus  discovered  it  in  a 
search  for  a  shorter  route  to  the  Indies,  and  that  he  was  outfitted 
by  Queen  Isabella  of  Spain,  is  to  state  definitely  what  is  expected  of 
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the  child.  This  statement,  naturally,  in  the  case  of  history,  is  not 
to  go  into  the  child’s  hands,  as  a  mere  memorization  of  isolated 
facts  is  not  desired,  but  it  is  essential  for  the  teacher  if  his  work 
is  to  be  individualized,  so  that  the  particular  facts  which  are  es¬ 
sential  to  every  child  (assuming  that  those  mentioned  are  essential) 
may  receive  due  stress  and  be  adequately  tested. 

Let  us  call  these  knowledges  and  skills,  stated  with  the  utmost 
definiteness  and  needed  by  all  children  in  common,  the  common 
essentials. 

There  is  another  highly  important  part  of  the  curriculum — the 
socialized  and  self-expressive  activities.  These  activities  have  not 
for  their  purpose  the  mastery  of  subject  matter  or  skills  needed 
by  all  children  in  common.  They  provide  opportunity,  however,  for 
children  to  work  together,  to  learn  co-operation,  to  sense  the  inter¬ 
dependence  of  the  members  of  the  group  or  of  society.  They  provide 
an  outlet  for  a  child’s  creative  energies;  an  opportunity  for  each 
child  to  express  something  of  his  individual  self  as  differing  from 
all  other  selves.  In  this  field  would  come  not  only  activities,  but 
‘exposure’  subjects.  A  child  may  be  ‘exposed’  to  good  music,  or  fine 
art,  or  great  literature,  not  with  the  intention  of  demanding  any 
certain  knowledge  of  it,  but  with  the  purpose  of  giving  each  child 
an  opportunity  to  get  from  this  exposure  that  which  fills  one  of  his 
own  needs  or  develops  one  of  his  interests  or  abilities. 

It  is  fundamental,  in  any  plan  of  individualizing  work,  to  provide 
not  only  for  individual  mastery  of  the  common  essentials,  but  also 
for  activities  in  which  individuals  may  express  their  differences  and 
in  which  they  may  learn  to  co-operate  socially  with  other  individuals. 

When  the  common  essentials  have  been  clearly  defined,  a  means 
must  be  found  of  testing  children  in  their  mastery  of  these  essen¬ 
tials.  Such  tests  should  partake  of  the  nature  of  objective,  stand¬ 
ardized  tests,  but  should  be  more  searching  than  most  of  these. 
Each  specific  phase  of  the  subject — each  person,  place,  or  event, 
for  example,  in  history  or  geography,  or  each  possible  difficulty  in 
long  division,  or  each  combination  in  column  addition — should  be 
distinctly  tested.  A  test,  therefore,  will  consist  of  a  number  of 
parts;  each  part  will  measure  the  grasp  of  one  phase  of  the  topic. 
It  is  only  in  this  way  that  the  testing  can  be  diagnostic,  can  show 
where  the  particular  difficulty  of  every  child  lies. 
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To  be  diagnostic,  a  test  must  of  course  also  be  quite  objective; 
there  must  be  only  one  possible  right  answer.  A  true-false  test  is 
o  no  use  for  this  purpose,  since  any  particular  question  has  an  even 
chance  of  being  correctly  answered  by  guess  work.  The  manipula¬ 
tions  by  which  true-false  tests  are  scored  may  serve  to  determine 
he  general  ability  of  a  child  in  the  subject  tested,  but  they  do  not 
help  at  all  to  discover  the  specific  needs  of  each  child. 

Consequently,  multiple  choice  and  completion  tests  are  the  only 
types  that  are  satisfactory.  A  multiple  choice  test  should  present  at 
east  four  alternatives;  and  a  completion  test  should  be  so  devised 
t  at  there  is  only  one  possible  right  word  or  number  to  be  supplied. 

More  difficult  than  the  preparation  of  complete,  diagnostic,  objec¬ 
tive  tests  in  the  common  essentials,  is  the  preparation  of  suitable 
self-instructive  material.  It  is  the  dearth  of  such  material  which 
has  held  back  the  progress  of  individual  work  in  the  schools.  Most 
texts  are  written  with  the  expectation  of  class  elucidation.  It  is 
on  y  recently  that  a  few  texts  have  been  published  which  are  readily 
adaptable  to  pupil  self-instruction.1 

Until  it  is  possible  to  secure  such  texts  in  all  subjects,  it  is  neces¬ 
sary  either  to  mimeograph  one’s  own  texts  (a  stupendous  job) 
or  to  use  some  of  the  texts  that  have  been  mimeographed  by  schools 
operating  under  an  individual  system  or  to  supplement  ordinary 
textbooks  with  mimeographed  assignment  sheets  and  supplementary 
explanations  and  practice  materials.  The  latter  is  probably  the  most 
universally  applicable  method  until  enough  suitable  texts  are  on 
the  market. 

Such  assignment  sheets  may  be  mimeographed  and  bound  together 
m  a  booklet  for  each  child.  One  such  booklet  then  accompanies  each 
.extbook.  Many  of  the  San  Francisco  State  Teachers’  College  “Bul- 


1  Among  these  are  the  following: 

Sternnei1^^/ ?rammar>  Henry  Holt  and  Company. 

LTan&ua9e>  Rand  McNally  Company. 
norn-Ashbaugh  Speller,  J.  B.  Lippincott  Company. 

Carleton  W.  Washburne,  The  Individual  Speller,  World  Book  Comnanv 
Washburne  and  others,  Individual  Arithmetics,  World  Book  Comnanv’ 
Carleton  W  Washburne,  Common  Science,  World  Book  ComnSv 
Company^"  Ward’  Pupils>  Self instruction  Arithmetic,  Rand  McNally 


»Wffa“twirid’S  cZt^yFraC>iee  TeSU  Arithmetic  ani 

panyUart  A'  C°Urtis'  Pictu™-Story  Reading  Lessons,  World  Book  Com- 
The  McFadden  Language  Series,  Rand  McNally  &  Company,  Chicago. 
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letins”  consist  entirely  of  supplementary  lessons  and  explanations 
of  this  sort  to  accompany  the  state-adopted  texts.  Let  us  call  such 
supplementary  materials  assignment  booklets. 

Before  writing  an  assignment  booklet  to  accompany  any  text¬ 
book,  it  is  first  necessary  to  have  made  the  list  of  specific  objectives 
for  the  subject  of  this  text,  and  it  is  desirable  to  have  made  the 
complete  diagnostic  tests  which  are  to  show  whether  or  not  a 
child  has  reached  the  objectives.  Then,  for  each  objective  the  text  * 
to  be  used  will  be  examined.  The  assignment  booklet  will  contain 
a  statement  to  the  child  as  to  what  he  is  to  try  to  get  from  the 
text.  If  the  explanation  in  the  text  for  any  particular  objective  is 
not  sufficiently  full  or  clear,  this  will  be  supplemented  in  the  assign¬ 
ment  booklet.  If  the  amount  of  practice  work  or  the  number  of 
exercises  in  the  text  are  inadequate,  these,  too,  will  be  supplemented 
in  the  assignment  booklet,  with  directions  to  the  child  as  to  which 
exercises  are  to  be  done.  It  is  desirable  to  have  in  the  booklet 
separate  sets  of  exercises  for  each  objective,  so  that  if  a  child  does 
not  succeed  in  doing  the  first  set  perfectly,  he  may  try  again  on 
the  second,  and  if  that  is  not  perfect,  on  the  third  or  even  the 
fourth.  Few  textbooks  contain  enough  practice  materials  for  such 
thorough  work.  The  assignment  booklet  therefore  will  usually  con¬ 
tain  alternative  sets  of  exercises  to  be  done  in  case  the  exercises  in 
the  textbook  are  not  done  perfectly. 

One  of  the  essential  features  of  the  assignment  booklet  is  a  set 
of  answers  to  all  exercises.  The  exercises  themselves  must,  as  a 
rule,  be  so  devised  as  to  permit  self -correction.  If  provision  is  not 
made  for  self-correction,  the  amount  of  written  work  to  be  corrected 
by  the  teacher  will  be  inordinately  large.  The  danger  of  cheating 
in  self-correction  may  be  partly  avoided  by  supervision,  but  is 
chiefly  avoided  by  the  fact  that  each  phase  of  the  work  is  going  to 
be  tested  completely  by  the  teacher  with  a  diagnostic  test.  The  child’s 
progress  will  depend  upon  his  success  in  the  tests,  not  upon  the 
correctness  of  his  daily  practice  work.  There  is  no  more  temptation 
to  cheat  one’s  self  under  such  a  system  than  there  is  for  a  runner 
in  preparing  for  a  race  to  cheat  himself  as  to  how  fast  he  can  run 
when  he  is  practicing  for  the  race. 

Wherever  possible,  the  assignment  booklets  containing  the  assign¬ 
ments,  supplementary  explanations,  supplementary  practice  ma- 
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terials,  and  answer  sheets  for  self-correction,  should  be  mimeo¬ 
graphed  or  printed.  Where  this  is  impossible,  they  may  be  hecto- 
graphed,  or  even  written  upon  the  blackboard  and  copied  by  the 
children.  This  last,  while  not  entirely  satisfactory  and  while  con¬ 
suming  much  of  the  child’s  time,  probably  consumes  less  time  than 
is  wasted  under  the  class  recitation  system. 

Some  form  of  record  keeping  is  necessary,  since  each  child  is 
mastering  each  phase  of  each  subject  at  his  own  rate.  For  the 
teacher,  a  class  book  with  a  list  of  the  tests  of  any  particular 
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subject  across  the  top  of  the  page  and  a  list  of  the  children  down 
the  side  of  the  page,  will  provide  the  necessary  form  for  records. 
When  a  child  has  passed  a  test  perfectly,  the  date  will  be  recorded 
after  that  child’s  name  and  under  the  name  or  number  of  the  test. 
Such  a  record  provides  a  graph  of  the  progress  of  the  entire  class ; 
a  long  series  of  dates  after  one  child’s  name  and  a  short  series  after 
the  name  of  another  child,  shows  the  former  child  to  be  much  more 
advanced  than  the  latter.  A  glance  at  such  a  record  shows  at  once 
which  children  need  stimulating  and  help.  It  will,  of  course,  be 
necessary  to  have  a  different  page  or  part  of  a  page  for  each 
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individualized  subject.  Figure  1  shows  a  part  of  one  such  page  as 
used  in  an  individualized  school  system. 

For  the  child  himself,  a  similar  list  of  tests  or  objectives  in  each 
subject  may  be  mimeographed  or  printed,  and  the  child’s  progress 
recorded  by  entering  the  dates  of  the  tests  as  they  are  passed.  A 
series  of  parallel  columns  on  a  large  card,  each  column  containing 
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in  abbreviated  form  the  subjects  of  the  test  the  child  has  passed, 
may  be  used  conveniently  for  such  a  record.  The  column  of  dates 
beside  each  column  of  test  titles  would  show  the  child’s  progress. 
The  whole  card  would  present  a  graph  of  the  child’s  progress  in 
all  subjects;  the  highest  columns  would  show  those  in  which  the 
child  is  making  the  most  rapid  progress,  the  lowest  ones  those  in 
which  his  progress  is  slowest.  A  facsimile  of  a  part  of  one  such 
record  card  is  shown  in  Figure  2. 
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With  the  foregoing  system  of  definite  objectives,  complete  diag¬ 
nostic  tests,  assignment  booklets,  and  records,  it  becomes  possible 
to  abandon  recitations  and  allow  each  child  to  move  forward  through 
each  unit  of  his  work  at  his  own  rate.  The  testing  function  of  the 
recitation  will  be  taken  care  of  much  more  adequately  by  the 
diagnostic  tests.  Such  socializing  elements  as  there  are  (or  are  sup¬ 
posed  to  be)  in  the  recitation  will  be  handled  by  the  socialized  and 
self-expressive  activities  described  a  little  later. 

In  the  abandoning  of  the  recitation  and  in  substituting  for  it  the 
system  of  individual  work  and  tests  just  described,  one  saves  a  con¬ 
siderable  amount  of  time  each  day.  It  will  be  found  possible  to 
use  at  least  one-third,  and  even  up  to  one-half,  of  the  day  for  so¬ 
cialized  and  self-expressive  activities,  and  to  confine  the  work  in 
the  common  essentials  to  two-thirds  or  one-half  of  the  day. 

When  a  child  has  finished  a  textbook  or  a  list  of  objectives  in  any 
subject,  he  will  proceed  to  the  next  unit  of  work,  unless  there  is 
some  one  subject  in  which  he  is  very  far  behind.  In  this  case  he 
will  use  his  saved  time  to  bring  up  the  subject  in  arrears. 

Children  will  be  grouped  more  from  the  standpoint  of  the  so¬ 
cialized  and  self-expressive  activities  than  from  that  of  the  common 
essentials.  In  socialized  activities  it  is  necessary  that  children  fit 
well  together.  If  some  are  a  year  or  two  ahead  or  behind  the  others 
in  the  strictly  individual  work  in  arithmetic  or  language  or  spelling 
or  writing  or  reading,  it  will  not  interfere  seriously  with  their 
participation  in  the  socialized  activities.  It  may  be  necessary,  how¬ 
ever,  for  them  to  do  the  history  and  geography  work  at  the  same 
time  and  at  the  same  rate  as  the  children  with  whom  they  are 
grouped,  for  these  subjects  are  often  correlated  with  the  socialized 
and  self-expressive  activities.  They  are  primarily  socialized  sub¬ 
jects  and  it  is  less  necessary  to  individualize  them  completely  than 
it  is  the  tool  subjects. 

The  part  of  the  day  devoted  to  socialized  and  self-expressive 
activities  should  be  as  free  as  possible  from  requirements  and  for¬ 
mal  work.  This  should  be  the  opportunity  of  the  teacher  and  the 
children  to  follow  out  natural  interests,  to  develop  self-reliance, 
initiative,  and  originality,  to  thresh  things  out  together  or  to  co 
operate  in  projects. 

The  projects  carried  out  in  this  socialized  part  of  the  day  will 
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never  be  for  the  purpose  of  teaching  subject  matter.  Such  teaching 
may  incidentally  result.  A  stimulus  to  the  learning  of  subject  mat¬ 
ter  would  be  a  desirable  outcome  of  some  of  the  socialized  work,  but 
the  project  should  be  mainly  for  the  purpose  of  training  children 
in  co-operative  activity.  The  project  should  not  be  stretched  to 
‘bring  in’  some  subject  which  the  teacher  wants  the  children  to 
master.  The  project  should  be  as  much  as  possible  of  the  children’s 
own  making  and  planning.  To  it  each  child  should  contribute  his 
own  special  strength.  In  it  each  child  should  find  his  own  weak¬ 
nesses  complemented  by  the  strong  points  of  others.  Division  of 
labor,  co-operation,  the  merging  of  one’s  personal  welfare  in  the 
welfare  of  the  group,  rather  than  mastery  of  subject  matter, 
should  be  the  outcomes  of  projects.  Undoubtedly,  subject  matter 
learned  in  the  individual  part  of  the  day  will  often  find  motivation 
or  application  in  the  projects,  but  this  should  be  incidental  and 
never  forced.  To  the  child,  each  project  is  an  end  in  itself. 

Field  trips;  opportunities  to  develop  appreciation  of  art,  music,  or 
literature;  discussions  of  live  issues;  self-government;  dramatiza¬ 
tion;  hand  work  of  all  kinds;  and  group  projects,  would  fill  the 
part  of  the  day  which  is  saved  through  the  individualizing  of  the 
common  essentials.  These  socialized  and  self -expressive  activities 
are  to  he  given  as  much  dignity  and  importance  in  the  school  curric¬ 
ulum  as  is  the  mastery  of  the  tools. 

There  is  no  such  definite  technique  for  the  socialized  and  self -ex¬ 
pressive  activities  as  there  is  for  the  common  essentials.  By  their 
very  nature  they  must  be  informal  and  spontaneous.  They  will  dif¬ 
fer  from  group  to  group,  from  teacher  to  teacher,  from  year  to 
year.  They  are  opportunities  rather  than  requirements.  Fortu¬ 
nately,  their  interest  value  is  high  enough,  if  they  are  properly 
handled,  to  enlist  the  full  attention  and  activity  of  the  children 
without  formal  credit. 

The  individual  work  in  the  common  essentials  provides  for  chil¬ 
dren’s  differences  in  ability  to  master  commonly  needed  knowledges 
and  skills.  The  socialized  and  self-expressive  activities  provide  for 
the  differences  in  children’s  interests  and  abilities  through  giving 
each  child  an  opportunity  for  self-expression  and  an  opportunity  to 
contribute  his  part  toward  the  welfare  of  the  group.  The  full  de¬ 
velopment  of  both  of  these  parts  of  the  curriculum  is  essential  to 
thoroughly  individual  work. 
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B.  Steps  by  Which  to  Introduce  Individual  Work 

The  general  technique  of  individualizing  schools  above  suggested 
cannot  be  incorporated  bodily  and  instantly  in  a  school  system.  It 
must  be  introduced  little  by  little;  it  must  be  the  result  of  growth. 

The  first  step  toward  individualizing  work  must  be  that  of  secur¬ 
ing  the  interest  and  co-operation  of  the  teachers  who  are  to  ex¬ 
periment  with  it.  It  is  not  necessary  that  all  teachers  begin  at 
once.  It  is  better  to  select  a  few  teachers  whose  enthusiasm  and 
ability  augur  well  for  the  success  of  the  undertaking  than  to  at¬ 
tempt  to  begin  the  work  with  a  number  of  half-hearted,  half -con¬ 
vinced  members  of  the  staff. 

One  should  begin  with  the  easiest  subjects  to  individualize,  so 
that  the  idea  of  individual  work  may  be  developed  without  swamp¬ 
ing  the  teacher  with  too  many  preliminary  details.  The  subjects 
most  easily  individualized  vary  in  the  different  grades.  In  Grades 
I  and  II,  sight  words,  phonics,  and  number  combinations  are  prob¬ 
ably  the  most  easily  individualized  subjects.  Spelling  and  reading  are 
easiest  in  the  intermediate  grades;  mathematics,  shop,  and  per¬ 
haps  grammar,  in  the  junior  high  school;  and  mathematics,  labora¬ 
tory  work,  shop,  and  Latin  in  the  senior  high  school.  Each  of  these 
may  now  be  considered  briefly  as  illustrative  of  the  type  of  work 
that  would  be  done  at  the  beginning  of  an  attempt  to  individualize 
a  school. 

1.  The  Primary  Grades 

The  sight  words  in  the  primary  grades  are  usually  definitely 
determined  in  each  school  system.  The  most  scientific  list  for  the 
first  grade  is  probably  that  contained  in  the  teachers’  edition  of  the 
Buswell  and  Wheeler  Silent  Reader,  although  the  lists  published 
in  the  17th  and  20th  Yearbooks  of  this  society  are  also  helpful. 
The  testing  of  sight  words  is  necessarily  diagnostic  if  it  is  com¬ 
plete,  since  the  teacher  checks  each  child  on  all  sight  words  in  a 
short  oral  test.  The  materials  for  learning  the  sight  words  consti¬ 
tute  the  only  obstacle  to  individualizing  this  part  of  the  work. 

It  is  beyond  the  scope  of  this  section  to  describe  in  detail  the 
necessary  materials  for  each  subject.  Sight  words  involving  action 
or  names  of  things  can,  of  course,  easily  be  taught  on  an  individual 
basis  by  the  use  of  cards  with  a  picture  on  one  side  and  the  sight 
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word  on  the  other  or  by  labels  on  objects  in  the  room.2  Other  words 
have  to  be  taught  through  context;  the  child  learns,  for  instance, 
a  Mother  Goose  rhyme  and  selects  the  sight  words  in  that  rhyme 
from  their  position  in  it. 

The  phonics  work  may  be  learned  individually  by  some  such  de¬ 
vices  as  those  described  by  Miss  Jessie  MacKinder  in  her  book  In¬ 
dividual  Instruction  in  Infant  Schools,  referred  to  elsewhere  in  this 
Yearbook.  (See  bibliography.) 

Possibly  the  easiest  subject  of  all  is  number  work.  The  prepara¬ 
tion  of  cards  with  a  number  of  rubber-stamped  pictures  or  dots 
on  one  side,  and  the  corresponding  digit  on  the  other,  can  be  used 
for  children  to  teach  themselves  their  numbers,  once  they  have 
learned  to  count.  A  set  of  cards  with  an  addition  combination  on 
one  side  of  each  and  the  answer  to  that  combination  on  the  back, 
can  be  used  for  a  variety  of  games  that  can  be  played  by  children 
alone  or  in  pairs.  Through  such  devices  the  children  can  teach 
themselves  their  number  facts.  Each  child  can  stick  to  any  group 
of  facts  until  he  has  them  mastered.  A  full  description  of  such 
games  and  devices  is  given  in  the  Teacher’s  Manual  for  the  Wash- 
bume  Individual  Arithmetic  (World  Book  Company). 

2.  The  Intermediate  Grades 

Spelling  can  easily  be  individualized,  either  according  to  the 
method  described  in  the  Horn-Ashbaugh  Speller  (J.  B.  Lippincott 
Company),  or  that  described  in  the  Teachers’  Manual  of  the  In¬ 
dividual  Speller  (World  Book  Company).  The  reason  that  spelling 
is  so  easily  individualized  is  that  the  objective  is  already  so  per¬ 
fectly  definite — the  ability  to  spell  correctly  a  given  list  of  words. 
The  general  principle  of  individualizing  the  study  of  these  words 
consists  first,  of  dictating  them  in  a  pre-test  before  the  child  has 
studied  them — preferably  dictating  the  list  twice  through,  to  avoid 
accidental  correct  spelling.  Each  child  studies  then  only  the  words 
he  has  missed  in  the  pre-test.  The  devices  for  dictating  these  missed 
words  and  checking  the  results  are  described  more  fully  in  the 
above-named  books. 


2  Picture-Story  Reading  Lessons,  by  Stuart  A.  Courtis,  World  Book 
Co.,  serve  admirably  for  early  work  in  individualization. 
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One  objective  of  reading  is  the  ability  to  read  rapidly  and  with 
comprehension.  The  degree  of  speed  and  comprehension  can  readily 
be  measured  by  various  standardized  silent  reading  tests.  Speed  and 
comprehension  can  usually  be  developed  more  readily  by  giving  the 
child  ample  reading  material  that  fits  his  reading  ability  than  by 
any  other  means.  The  problem  of  individualizing  reading  then  be¬ 
comes  largely  one  of  determining  a  child’s  reading  level  and  supply¬ 
ing  him  with  ample  material  at  that  level  along  with  some  means 
of  determining  whether  he  has  actually  read  the  material  supplied 
him. 

The  child’s  reading  level  can  readily  be  determined  by  any  good 
standardized  silent  reading  test,  such  as  the  Stanford,  Burgess,  or 
Monroe.3  By  comparison  with  the  published  standards  of  such  tests 
each  child’s  score  will  show  the  grade  level  of  his  reading  ability. 
He  can  then  be  given  books  to  read  silently  which  are  suitable  for 
children  of  his  reading  grade. 

Where  the  school  furnishes  the  textbooks,  it  costs  no  more  to 
furnish  as  many  different  reading  books  as  there  are  children  in 
any  given  room  than  it  does  to  furnish  the  same  number  of  books 
all  alike.  Where  children  are  paying  for  their  own  texts,  it  is  possi¬ 
ble  to  secure  a  book  fee  from  every  child,  equivalent  to  what  he 
would  have  to  pay  for  a  reader,  and  with  these  lumped  fees  to  buy 
a  room  library  containing  books  at  various  levels  of  difficulty,  so 
that  proper  provision  can  be  made  for  each  child.  Where  a  state 
series  of  readers  is  foisted  upon  a  school,  it  is  at  least  possible  for 
teachers  to  interchange  these  readers  among  themselves,  so  that 
each  teacher  has  readers  of  several  different  grades  in  her  room,  to 
which  can  be  added  a  good  variety  of  supplementary  reading.  Ar¬ 
rangement  with  public  libraries  can  also  usually  be  made  whereby 
a  variety  of  books  from  the  public  library  can  be  kept  on  the 
teacher’s  book  shelf. 

Through  one  or  more  of  these  means  it  is  possible  in  any  school 
system  to  see  that  each  child  has  a  book  which  fits  his  particular 
level  of  reading  ability.  This  book  he  can  read  silently,  and  be 
tested  on  it  briefly  when  he  has  completed  it.  Such  oral  reading  as  is 

3 Stanford  Silent  Reading  Tests,  World  Book  Co.,  Yonkers,  New  York 
Burgess  Picture  Scale,  Russell  Sage  Foundation,  New  York.  Monroe 
Silent  Reading  Test,  Public  School  Publishing  Company,  Bloomington 

Illinois. 
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done  can  be  done  to  the  teacher  alone  rather  than  to  the  class  as  a 
wnole  it  takes  no  more  time  for  a  teacher  to  hear  thirty  or  forty 
pupils  reading  to  her  alone,  one  at  a  time,  than  to  hear  each  one 
read  out  loud  to  the  class. 

The  books  read  can  be  tested  in  a  variety  of  ways.4  One  very 
simple  method  is  to  correlate  book  reports  with  English  composi¬ 
tion  by  letting  children  write  compositions  on  each  book  they  read. 

Under  this  plan  of  individual  reading,  each  child  can  read  from 
ten  to  fifteen  books  a  year.  When  he  has  read  the  required  number, 
he  can  be  re-tested  with  a  silent  reading  test  and  his  next  group 
of  books  can  be  chosen  from  the  grade  level  indicated  by  the  results 
of  this  test. 

Such  individualization  of  reading  can  be  done  immediately  in 
any  school  without  additional  expense  and  without  additional  bur¬ 
den  to  the  teacher.  It  results  in  highly  increased  reading  efficiency. 


3.  The  Junior  High  School 

Bj.  the  time  a  child  has  reached  the  junior  high  school  it  is  possi¬ 
ble  to  use  regular  published  texts  to  better  advantage  than  in  the 
lower  grades.  It  also  happens  that  in  both  mathematics  and  gram¬ 
mar  there  are  junior-high-school  books  written  for  individual  in¬ 
struction,  as  indicated  earlier  in  this  section.  The  technique  for  in¬ 
dividualizing  such  subjects,  as  mathematics  and  grammar  is  the 
general  one  described  earlier— that  of  deciding  definitely  what  de¬ 
gree  of  skill  is  needed,  of  preparing  or  selecting  tests  to  determine 
whether  or  not  this  skill  has  been  achieved,  and  of  making  assign¬ 
ments  to  the  necessary  text  material  for  the  achievement  of  this 
skill. 

Shop  work  is  individualized  in  many  places.  It  is  difficult  to 
understand  why  it  is  not  handled  individually  everywhere.  If  each 
child  is  making  the  thing  in  which  he  himself  is  interested  and 
the  teacher  is  helping  where  his  help  is  needed,  the  work  becomes 
individual  without  any  special  technique. 


n?eth°ds  used  i.n  Winnetka  are  described  fully  by  Willard  Beatty 
and  Marion  Carswell  m  the  First  Yearbook  of  the  Department  of  Pril 
cvpals  of  the  National  Education  Association.  ’ 
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4.  The  Senior  High  School 

Mathematics,  and  especially  algebra,  are  so  definite  in  their  very 
nature  that  the  re-statement  of  the  course  in  terms  of  definite  ob¬ 
jectives  is  rather  easy.  To  determine  which  of  these  objectives 
are  legitimate  is,  of  course,  quite  another  matter,  but  one  which 
has  to  do  with  curriculum  construction  rather  than  individualiza¬ 
tion.  Successful  individualization  of  mathematics  in  the  high  school 
requires  at  present  the  preparation  of  material  to  supplement  what¬ 
ever  text  is  being  used.  This  will  follow  the  general  technique  out¬ 
lined  in  the  first  part  of  this  chapter. 

Laboratory  work  in  the  senior  high  school  is  often  individualized. 
A  very  real  saving  in  equipment  and  apparatus  can  be  achieved  in 
this  way,  for  children’s  progress  is  spread  out  to  such  an  extent  that 
only  a  small  number  of  children  need  to  use  any  particular  piece 
of  apparatus  at  the  same  time.  Consequently,  instead  of  it  being 
necessary  to  have  enough  pieces  of  apparatus  for  all  members  of 
the  class,  a  much  smaller  number  will  suffice.  If  students  are  allowed 
to  progress  through  their  laboratory  manuals  at  their  own  rates, 
this  part  of  the  work,  with  the  accompanying  notebooks,  can  be  on 
an  entirely  individual  basis.  The  class  discussions  accompanying 
it  will  have  to  keep  pace  with  the  slower  members  of  the  class  or 
the  members  will  have  to  be  grouped  for  discussion  purposes  ac¬ 
cording  to  their  various  stages  of  advancement. 

Shop  work  in  the  senior  high  school,  like  that  in  the  junior  high 
ichool,  can  be  put  on  an  individual  basis  without  any  special  tech¬ 
nique  or  preparation  of  materials. 

To  individualize  Latin,  it  is  necessary  to  prepare  supplementary 
materials  to  go  with  the  texts.  These  materials  will  follow  the  gen¬ 
eral  technique  of  individualization:  a  determination  of  exactly  what 
rules,  vocabulary,  and  translation  ability  are  to  be  required  of  the 
pupils;  a  breaking  up  of  these  larger  objectives  into  smaller  work 
units ;  a  preparation  of  tests  to  cover  each  of  these  units ;  a  prepara¬ 
tion  of  assignment  sheets  to  accompany  the  Latin  text;  and  a  prep¬ 
aration  of  answer  sheets  by  which  the  pupil  can  check  the  accuracy 
of  his  own  prose  composition  or  translation. 

In  any  subject  requiring  the  preparation  of  special  materials, 
such  as  Latin,  mathematics,  English,  or  social  studies,  whether  it 
be  in  the  grades  or  in  the  high  school,  it  is  desirable  to  make  the 
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preparation  at  least  one  semester  before  attempting  to  individualize 
the  work.  Individual  work  prepared  under  the  pressure  of  keeping 
ahead  of  the  class  is  likely  to  be  poor  and  to  result  in  discourage¬ 
ment  and  frazzled  nerves  on  the  part  of  the  teacher.  A  study  like 
reading  or  spelling  or  shop,  however,  can  be  individualized  with¬ 
out  such  previous  preparation. 

When  the  general  plan  of  individualized  work  is  inaugurated  in 
any  subject,  supervised  study  and  diagnostic  tests  will  entirely  re¬ 
place  the  recitation  in  this  subject.  There  will,  consequently,  be  an 
immediate  saving  of  time  in  the  daily  program.  Much  or  all  of 
this  saved  time  should  be  used  for  socialized  activities  which  may 
or  may  not  be  connected  with  the  individualized  subject.  In  the 
periods  formerly  used  for  recitations  it  is  quite  possible  to  in¬ 
troduce  activities  of  an  entirely  different  sort  and  for  which  the 
schools  have  not  previously  had  time.  Such  activities  may  include 
dramatizations,  discussions  of  current  topics,  self-governing  assem¬ 
blies,  or  various  types  of  projects  in  which  the  pupils  learn  to 
co-operate  one  with  another  and  in  which  they  are  given  an  op¬ 
portunity  for  creative  work  and  self-expression.  To  clear  time  for 
these  group  and  creative  activities  is  one  of  the  main  purposes  of 
individual  instruction. 


Individual  progress,  with  enough  practice  on  each  step  to  secure 
mastery,  is  probably  the  most  efficient  way  to  handle  the  common 
essentials.  But  individual  education  is  much  more  than  giving 
children  these  essential  knowledges  and  skills.  We  must  develop 
each  child’s  special  interests  and  abilities,  and  we  must  train  him 
m  their  use  for  the  welfare  of  all. 

Variation  is  an  essential  law  of  evolution.  No  progress  is  possible 
without  it.  Every  child  should,  therefore,  be  given  opportunity  to 
vary-to  exercise  originality,  to  create  things,  to  express  himself 
But  if  his  special  abilities  are  to  become  a  contribution  to  societv 
he  must  know  how  to  fit  them  in  with  the  contributions  of  others’ 
He  must  have  social  training. 

This  social  training  will  consist  of  living  and  working  with  others 
Projects-group  activities  toward  a  desired  end,  each  child  doing 
his  particular  part  in  co-operation  with  his  fellows— give  just  such 
training.  Discussions,  too,  are  needed-the  impact  of  mind  on 
mind,  each  child  giving  to  all  and  receiving  from  all.  And  children 
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need  daily  practice  in  good  citizenship,  in  working  for  the  common 
weal. 

Individual  work  in  the  common  essentials  makes  room  for  these 
things.  No  individual  is  educated  without  them.  For  it  is  only 
through  the  self-expressive  and  socialized  activities  that  schools 
can  fully  develop  each  individual  child. 

At  every  step  of  the  way,  when  one  is  individualizing  school 
work,  it  is  necessary  to  keep  the  parents  in  sympathetic  touch  with 
what  the  schools  are  doing.  Those  teachers  and  administrators 
who  have  individualized  the  work  of  their  schools  have  not,  so  far, 
met  serious  parental  objections.  Such  objections  as  have  come,  have 
usually  been  the  result  of  misunderstandings  and  have  been  rather 
easily  straightened  out.  But  objections  are  reduced  to  a  minimum 
and  support  increased  through  parent-teacher  meetings,  publicity 
in  the  local  newspapers,  and  talks  before  such  local  organizations 
as  Rotary  and  Kiwanis  Clubs,  and  women’s  clubs. 

It  is  usually  better  to  inform  the  parents  of  each  step  after  the 
step  is  taken.  It  is  easier  for  them  to  understand  an  accomplished 
fact  than  a  proposed  plan.  When  a  particular  subject  has  been  put 
upon  an  individual  basis,  the  method  of  handling  that  subject  can 
rather  easily  be  explained.  It  is  not  necessary  to  inform  the  par¬ 
ents  concerning  the  whole  plan  beforehand,  but  it  is  well  to  keep 
them  in  close  touch  with  the  work  that  is  being  done. 

As  a  matter  of  fact,  however,  the  right  presentation  of  the  entire 
idea  of  individual  instruction  usually  enlists  pretty  general  sup¬ 
port  among  parents.  The  chief  objectors  are  school  teachers  and 
superintendents  who  have  long  been  in  the  habit  of  thinking  in 
terms  of  the  old  class  unit.  To  parents  it  seems  a  perfectly  natural 
thing  to  insist  that  each  child  master  each  step  of  his  work,  and  to 
allow  each  child  to  progress  as  rapidly  as  his  ability  permits. 

C.  Summary 

The  general  program,  then,  for  individualizing  the  work  in  a 
school  would  consist  of  the  following  steps: 

1.  Select  one  or  a  few  teachers  who  are  likely  to  make  the  ex¬ 
periment  a  success.  Secure  their  whole-hearted  interest  and  co¬ 
operation. 


272 


THE  TWENTY-FOURTH  YEARBOOK 


2.  Determine  which  subject  or  subjects  are  to  be  first  individ¬ 
ualized,  selecting  those  which  can  be  put  on  an  individual  basis 
easily. 

3.  Decide  the  exact  amount  of  knowledge  and  skill  to  be  mastered 
in  the  individualized  subjects.  State  this  in  terms  of  goals  of 
achievement. 

4.  Prepare  or  select  complete  diagnostic  tests  to  cover  all  these 
goals  of  achievement. 

5.  Select  textbooks  prepared  for  individual  instruction  or  prepare 
assignment  sheets  to  accompany  the  ordinary  type  of  textbook. 
These  assignment  sheets  should  contain  definite  directions  to  the 
child  as  to  what  parts  of  the  text  he  is  to  study,  supplementary 
practice  exercises,  and  self-correction  answer  sheets  for  all 
exercises. 

6-  Prepare  a  simple  record  system  to  keep  track  of  children’s 
individual  progress. 

7.  Permit  each  child  to  progress  through  his  assignment  sheets 
or  individual  instruction  books  at  his  own  rate,  testing  him  on  each 
unit  of  work  as  soon  as  he  completes  it.  Never  allow  him  (unless 
he  is  subnormal  in  mentality  or  health)  to  proceed  with  one  unit 
until  he  has  mastered  the  preceding  one. 

8.  Abandon  all  recitations  in  the  individualized  subjects,  substi¬ 
tuting  supervised  study  and  objective  tests  for  the  recitations. 

9.  Use  the  saved  time  each  day  for  group  and  creative  activities. 

10.  Keep  the  parents  in  close  touch  with  the  salient  features  as 
these  become  accomplished  facts. 

By  following  some  such  program,  it  is  possible  to  adapt  schools 
to  the  varying  needs  of  the  children. 


SECTION  VI 

AN  EFFORT  AT  APPRAISAL 


By  William  H.  Kilpatrick 
Teachers  College,  Columbia  University,  New  York  City 


The  problem  raised  in  this  study  is  no  simple  one  of  devices.  It 
cuts  much  deeper  and  in  this  depth  lies  its  difficulty,  because  it 
involves  in  varying  aspects  one  of  the  most  fundamental  of  human 
problems — how  to  relate  the  individual  to  the  larger  group. 
Throughout  history  is  to  be  seen  the  struggle  to  maintain  freedom 
through  law  and  institution.  Without  using  institutional  forms,  the 
individual  can  neither  co-operate  effectively  with  his  fellows  nor 
derive  adequate  profit  from  the  experience  of  his  forebears.  But 
nothing  is  better  established  than  the  repressing  effect  at  times  of 
institutions  upon  individual  life  and  endeavor.  An  essential  problem 
has  thus  ever  been  how  to  devise  institutions  that  express  without 
unduly  repressing  human  life  and  aspiration. 

So  with  our  problem.  Up  to  about  a  century  ago,  the  children  of 
our  schools  had  only  individual  instruction,  and  in  this  absence  of 
group  effort  and  co-operative  activity  much  was  lost.  The  coming 
of  class  teaching  was  counted  a  great  advance.  For  some  purposes  it 
was  a  great  advance.  It  remains,  we  may  confidently  assert,  a  per¬ 
manent  contribution  to  educational  procedure.  But  as  we  developed 
class  procedure  to  its  completer  form  and  contrived  textbooks  and 
groupings  and  promotions  to  fit  it,  we  began  to  find  that  not  all 
was  good.  No  one  procedure  would  fit  equally  well  all  the  children 
put  into  any  one  class.  It  was  the  old  problem  of  institution  and 
individual  all  over  again.  And,  as  always,  the  easiest  solution  was 
to  hold  to  the  institution  and  let  the  individual  suffer.  So  we  did. 
We  held  to  our  class  procedure  and  let  it  drive  out  of  school  large 
numbers  who  did  not  fit.  But  latterly,  two  things  have  happened. 
First,  by  reason  of  law  and  otherwise,  children  increasingly  cease 
to  drop  out  of  school.  The  misfits  won’t  be  so  disposed  of.  Second, 
we  have  better  measuring  rods.  We  now  know,  where  heretofore  we 
guessed  about,  the  inadequacy  of  our  treatment.  The  situation  is 
now  shown  in  its  ugly  nakedness  and  is  intolerable. 
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But  this  is  not  all.  Our  problem  is  even  more  complicated.  Difficult 
as  it  is  to  adjust  our  institutions  to  individual  differences,  we  have 
not  yet  seen  the  whole  problem.  We  must  ask  about  the  theories  of 
education  involved.  To  advocate  any  specific  program  is  in  actuality 
to  advocate  all  the  consequences  that  attend  the  program,  even 
though  one  be  ignorant  of  what  these  attendant  consequences  may 
be.  It,  is  the  special  task  of  educational  theory  to  find  and  exhibit 
such  connections  and  with  each  proposed  theory  of  education  to  join 
its  legitimate  tendencies.  Whoever,  then,  advocates  any  specific  pro¬ 
cedure  is  in  fact  advocating  the  educational  theory  of  which  that 
procedure  is  the  necessary  part  and  parcel.  Every  school  official 
whose  decision  determines  what  procedure  shall  obtain  within  his 
school  system  bases  his  decision — whether  he  knows  it  or  not  or 
cares  or  not — on  some  implied  aim  and  essence  of  education.  Any 
scientific  student  who  tells  the  classroom  teacher  just  what  to  do  in 
teaching  spelling  is  likewise  assuming — possibly  in  equal  ignorance 

an  aim  and  essence  for  education.  Such  an  assumption  is  unavoid¬ 
able  in  the  face  of  actual  procedure,  for  any  actual  procedure  brings 
in  its  wake  a  whole  train  of  educative  effect.  Not  simply  spelling  is 
taught,  but  through  a  multitude  of  marginal  stimulations  and 
responses  life  in  remote  consequences  is  affected.  When  every  advo¬ 
cated  procedure  entails  inevitably  each  its  train  of  characteristic 
life  consequences,  the  obligation  on  us  is  imperative.  We  must  for 
any  proposed  procedure  examine  the  educational  theory  implicitly 
involved  and  as  best  we  can  forecast  its  train  of  probable  attendant 
consequences. 

Happily  in  the  situation  confronting  us  the  examination  need  not 
be  unduly  long  or  systematic.  The  leading  contributors  have  so  well 
expressed  themselves  in  the  preceding  pages  that  little  or  no  com¬ 
ment  there  is  needed,  and  especially  so  as  this  reviewer  lacks  in  first¬ 
hand  contacts.  The  effort  is  thus  rather  to  single  out  a  few  more 
important  assumptions  and  discuss  their  implications  in  the  hope  of 
presenting  bases  for  valuation  and  judgment.  To  shorten  the  discus¬ 
sion,  it  seems  wise  to  limit  attention  to  the  two  most  widely  dis¬ 
cussed  plans,  the  Dalton  and  the  Winnetka. 

The  essence  of  the  Dalton  plan  seems  to  be  an  administrative 
device  whereby  individuals  may,  on  an  individual  basis,  acquire  fixed 
quotas  of  subject  matter  within  specified  times.  The  Dalton  notion 
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of  the  individual  basis  is  very  attractive,  for  every  sensitive  teacher 
has  felt  the  difficulties  due  to  individual  differences. 

For  our  purposes  we  may  pass  by  the  more  obvious  matters 
already  sufficiently  discussed  in  the  preceding  pages,  and  consider 
the  attendant  learnings  that  accompany  the  greater  individual  free¬ 
dom,  those  concomitant  by-products  of  the  system,  the  learnings 
that  come  especially  from  the  marginal  stimulations  and  responses. 
Foremost  among  these  is  acquiring  a  better  sense  of  responsibility. 
It  is  obvious  that  the  Dalton  plan  gives  wider  scope  for  pupil  respon¬ 
sibility,  and  we  may  be  reasonably  sure  that  here,  as  always, 
practice  with  success  and  satisfaction  will  bring  its  reward.  If  the 
plan  works — and  there  seems  much  favorable  testimony — we  may 
confidently  expect  the  pupils  to  gain  in  the  responsibility  exercised. 
To  ask,  as  we  must,  how  far  this  gain  will  extend  itself  to  the  exer¬ 
cise  of  responsibility  in  other  fields  is  to  bring  up  the  whole  knotty 
question  of  the  transfer  of  training;  but,  as  has  often  been  pointed 
out,  even  a  slight  gain  in  a  widely  used  trait  is  in  effect  a  great 
gain.  We  can  approve,  then,  this  definite  feature  of  the  Dalton  plan. 
Its  possibilities  are  significant. 

Another  gain  claimed  is  in  the  matter  of  time-budgeting.  The 
same  discussion  will  hold  identically.  The  satisfactory  exercise  of 
this  may  be  expected  to  show  a  gain  which,  even  though  small  in 
other  fields,  is  so  often  called  into  use  as  again  to  promise  a  valuable 
result. 

A  further  attendant  learning  is  in  the  line  of  social  relationships. 
To  allow  this  claim  may  occasion  surprise  to  some,  since  a  frequent 
— and  probably  just — criticism  of  the  Dalton  plan  is  its  lack  of 
group  work.  But  the  matter  seems  clear.  There  are  actual  social 
relationships  which — as  far  as  they  go — are  very  good.  These 
individual  children  accepting  personal  responsibility  for  their  quotas 
of  knowledge  have  the  freedom  which  we  adults  constantly  exercise 
of  seeking  help — and  consolation — from  fellows  and  at  times  from 
superiors.  There  is  no  small  social  effect  in  merely  talking  over 
accepted  tasks.  Such  talk  is  far  and  away  more  social — and  in  like 
degree  more  educative — than  our  common  class  recitations  where 
there  is  but  little  real  communication  and  consequently  but  small 
incentive  either  to  listen  or  to  talk.  In  fact,  joint  endeavor  is  in  the 
Dalton  plan  quite  possible  along  some  lines,  nay  almost  certain  if 
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only  this  be  sought  and  the  tasks  (jobs,  goals,  assignments)  be  well 
devised. 

A  further  important  feature  of  these  attendant  learnings  are  the 
more  wholesome  attitudes  that  may  very  well  result.  A  better  self- 
respect  is  quite  possible — may,  indeed,  be  confidently  expected  in 
the  degree  that  the  other  learnings  are  good.  Much  the  same  may  be 
said  of  the  changed  attitude  toward  school,  toward  study,  and 
perhaps  most  of  all  toward  the  teacher.  With  all  such  attendant 
learnings,  as  everywhere  in  life,  nothing  succeeds  like  success.  If 
the  children  accept  the  tasks  they  face  and  feel  that  they  are  sp¬ 
eeding  with  them,  many  favorable  attendant  learnings  are  almost 
sure  to  come. 

These  results  claimed  have  an  undoubted  appeal.  We  need  hardly 
be  surprised  at  the  wide  acceptance  of  the  Dalton  plan,  especially 
among  those  who  do  not  question  either  the  traditional  curriculum 
or  the  usual  conception  that  the  proper  aim  of  schooling  is  the 
examination-mastering  of  subject  matter.  England’s  acclaim  of  the 
Dalton  plan  is  an  illustration.  That  country  had  been  stirred  by  the 
war  to  demand  new  things  of,  and  in,  education.  Montessori’s  years 
in  London  just  preceding  had  prepared  the  ground.  Then  came  the 
Dalton  plan  as  something  new,  requiring  a  minimum  of  theory 
adjustment  and  allowing  a  maximum  of  appeal  to  two  deeply  rooted 
British  beliefs  first,  in  individual  initiative,  and  second,  in  school¬ 
room  education  as  a  preparation  for  written  examinations.  Under 
these  circumstances,  the  results  are  what  might  almost  have  been 
foretold. 

But  it  is  not  easy  to  accept  the  Dalton  plan  as  final.  As  a  new 
broom,  it  will  often  sweep  better  at  first  than  later.  The  element  of 
competition  among  the  pupils,  strong  at  first,  will  often  reach 
equilibrium  on  a  less  strenuous  level.  Moreover,  not  all  the  subjects 
will  lend  themselves  equally  well  to  the  treatment.  More  conferences 
of  pupils  with  teachers  will  prove  necessary.  Deviations  forward  and 
back  from  the  plan  will  be  tried.  Qroup  work  must  be  provided 
Individualized  schooling  was  too  seriously  tried  in  the  long  centuries 
preceding  Joseph  Lancaster  for  us  to  believe  that  our  educational 
salvation  lies  in  any  exclusive  return  thither.  But  we  can  be  equally 
sure  that  our  present  lock-step  can  never  be  made  satisfactory  Doo« 
the  solution  lie  in  saying  that  we  need  both  individual  and  clasa 
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work?  Perhaps  so;  nay,  probably  so  but  still  more  probable  is  it 
that  no  mere  mechancial  mixture  of  the  two  will  suffice.  The  solution 
lies  deeper.  In  the  judgment  of  the  present  critic  both  individual 
education  and  group  education,  as  hitherto  taken,  are  alike  fatally 
defective. 

To  intervene  in  a  quarrel  is  always  hazardous  of  old,  and  to  say 
that  both  contestants  are  wrong  seems  madness  itself.  Yet  this  is 
the  indictment  here  offered.  The  chief  criticism  of  the  Dalton  plan 
is  not  found  so  much  in  its  difference  from  the  common  plan  as 
where  they  agree.  Both  sides  have  assumed  that  education  properly 
consists  in  acquiring  fixed-in-advance  subject  matter  presumably  to 
be  used  at  some  later  time,  typically  in  adult  life.  The  Dalton  plan 
is  perhaps  a  little  more  open  in  the  use  of  this  conception  and 
apparently  a  little  more  content  to  rely  on  it.  Possibly  we  should 
thank  its  advocates  for  unwittingly  bringing  the  issue  more  clearly 
into  the  open. 

Why  say  that  this  common  assumption  is  a  defect?  What  is  the 
bill  of  particulars?  Has  the  education  of  the  schoolroom  no  service¬ 
able  function?  Shall  the  education  of  the  child  not  prepare  him  for 
his  future?  Let  it  be  answered  at  once  and  emphatically.  The  school 
is  to  be  judged  by  the  service  it  renders,  renders  to  the  child  and  to 
society;  and  any  scheme  of  education  which  does  not  result  in  the 
young  growing  properly  up  into  adult  life  is  justly  to  be  condemned. 
But  neither  of  these  considerations,  nor  both  put  together,  justifies 
us  in  reducing  the  education  of  childhood  to  learning  what  merely 
the  adult  will  need.  The  gap  between  childhood  and  adulthood  is 
too  great.  To  disregard  this  gap,  to  reduce  education  to  mere  prep¬ 
aration,  this  is  the  fatal  defect  seen  alike  in  the  Dalton  plan  and 
the  common  notion.  To  reduce  education  in  this  fashion  is  to  sacri¬ 
fice  the  intrinsic  drives  and  the  intrinsic  thought  connections  which 
are  essential  if  education  is  to  perform  its  proper  and  necessary 
service. 

If  this  be  the  fatal  defect,  if  education  must  not  be  conceived 
essentially  or  even  primarily  as  preparation  for  adulthood,  how  shall 
we  conceive  it?  What  is  the  opposed  conception  that  is  to  be 
preferred?1 

1  Unfortunately,  the  space  available  suffices  only  for  a  condensed  pres¬ 
entation  of  the  case.  The  writer  has  discussed  certain  other  phases  of  the 
matter  in  the  Journal  of  Educational  Method  2:  94-101,  230-236,  367-376; 
4 :  3-10.  See  also  J.  Dewey,  Democracy  and  Education,  pp.  49-65. 
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The  opposing  conception  is  that  of  the  continuous  remaking  of 
the  child  life  to  ever  higher  and  richer  levels.  This  assumes  first  of 
all  that  the  child  as  a  behaving  organism  is  essentially  active,  even 
in  a  true  sense  and  in  growing  degree  self -active,  increasingly  set¬ 
ting  up  the  ends  which  it  pursues.  This  assumes,  second,  that  learn¬ 
ing  is  intrinsically  connected  with  the  child’s  growing  stream  of 
activity;  that  subject  matter  is  called  for  when  the  present  stream 
is  dammed  for  lack  of  a  needed  behavior-response — for  instance, 
when  the  child  must  learn  to  balance  himself  in  order  to  skate — 
and  that  subject  matter  thus  serves  by  introducing  the  needed  way- 
of-behaving  not  only  to  set  the  stream  moving  again  (he  now  can 
skate) ,  but  as  well  to  enrich  life  by  what  the  new  acquisition  means 
in  new  possibilities  skating  parties,  wider  acquaintanceships,  more 
sociability,  better  health,  etc.). 

This  intrinsic  learning  to  meet  a  present  impinging  situation  of 
difficulty,  be  it  noted  in  passing,  is  older  in  man  than  is  man  himself. 
It  has,  moreover,  always  been  man’s  prime  means  of  adjustment  in 
his  ever  active  struggle  for  existence.  About  it,  thus  functioning, 
man  as  a  behaving  organism  has  evolved,  both  mentally  and  socially. 
A  factor  and  procedure  so  deeply  rooted  in  the  child’s  life  and 
nervous  structure  cannot  be  ignored  or  lightly  relegated  to  subor¬ 
dination.  Rightly  used,  it  will  serve  to  bring  a  more  adequate 
preparation  for  the  child’s  future,  but  any  attempt  at  preparation 
which  rejects  or  ignores  it  will  fail  and  must  fail.  To  change  nature, 
we  must  use  nature.  To  ignore  the  bounds  set  by  nature  is  to  reject 
by  so  much  the  resources  which  nature  offers.  When  we  set  the 
child  to  preparing  for  too  distant  a  future  by  ‘learning’  things  which 
are  extrinsic  to  life  as  he  now  lives  it,  we  are  thereby  ignoring  the 
essence  of  the  learning  situation  and  we  do  so  with  loss.  We  must 
lose  whenever  we  ignore  the  bounds  set  by  nature. 

But  this  is  not  all.  This  opposing  conception  of  the  continuous 
remaking  of  life  assumes,  third,  that  the  learner’s  behavior  in  any 
experience  is  seldom  or  never  simple  or  single;  that,  contrariwise, 
the  stimulating  situation  is  necessarily  complex,  the  varied  elements 
in  it  appealing  to  many  different  sensitivities  in  human  nature  to 
produce  at  least  marginally  a  variety  of  simultaneous  responses; 
and  that,  among  these  many  marginal  responses,  those  having  to  do 
with  building  attitudes  are  of  especial  importance  upon  character 
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and  subsequent  life.  It  follows,  then,  that  no  appraisal  of  learning 
outcomes  can  be  based  solely  or  even  principally  upon  such  single 
learning  results  as  spelling  or  punctuation,  however  much  the  teach¬ 
er  or  the  school  may  elect  to  fasten  exclusive  attention  for  the  time 
upon  these.  The  attendant  learnings  are  always  present  in  fact  in 
every  single  experience  and  will  not  be  ignored  in  their  future 
results.  The  total  educational  outcome  must  always  be  weighed  in 
any  effort  to  appraise  a  proposed  procedure. 

The  essence,  then,  of  the  conception  here  opposed  both  to  the 
Dalton  plan  and  to  the  common  notion  is  thus  that  education  is 
properly  conceived  as  the  continuous  remaking  of  the  child’s  life  to 
ever  higher  and  richer  levels.  It  demands  that  subject  matter  be 
conceived  as  ways-of -behaving,  behaving  here  and  now,  be  it  said, 
actual  ways  of  behaving,  better  tested  too  on  Saturdays  and  on 
holidays  than  in  the  examination  room.  To  test  whether  learning 
has  taken  place,  it  accordingly  asks  whether  the  child  does  in  fact 
behave  differently.  Has  the  new  way  of  behavior  actually  been 
incorporated  into  the  child’s  life?  And  behavior  here  must  be  inter¬ 
preted  as  widely  as  the  very  boundaries  of  child  life.  Nothing  good 
is  excluded  from  consideration.  The  child’s  progress  is  thus  to  be 
measured  by  his  resulting  life.  Does  he  now  see  better  what  to  do 
than  formerly?  Will  he  now  choose  more  wisely  and  intelligently 
because  of  his  better  outlook  and  insight?  Can  he  now  better  execute 
what  he  has  more  wisely  chosen?  See,  can,  will — these  are  our  test 
words.  In  short,  does  the  child’s  life  grow  progressively  richer  by 
reason  of  what  he  learns  ?  If  yes,  then  we  are  on  the  right  line.  If  no, 
then  something  is  wrong,  no  matter  what  formal  tests  the  child 
can  pass. 

The  essential  error  of  the  Dalton  plan,  then,  is,  as  with  all  external 
examination  schemes,  that  it  accepts  childhood  as  a  time  of  storing 
up  learnings  to  be  used  when  called  for  at  a  remote  day,  typically 
in  adult  life.  It  is  on  this  assumed  theory  that  it  sets  up  its  series  of 
learning  stints  reaching  upwards  from  the  fourth  grade.2  It  assumes 
that  a  child  can  learn  these  successive  stints  and  hold  them  stored 
up  available  for  use  when  they  shall  later  be  called  for.  It  further 
assumes  that  it  does  not  hurt  the  child  to  be  treated  in  this  way. 

2We  may  easily  believe  that  its  principal  author  had  had  too  much 
sympathetic  contact  with  the  young  child  to  be  willing  to  reduce  the 
education  for  the  tenderer  years  to  a  series  of  stints. 
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Both  assumptions  are  here  denied, at  least  to  a  degree  to  condemn  the 
practice.  But  few  things,  comparatively  speaking,  can  be  so  learned 
long  in  advance  of  use  to  stay  with  one  till  the  distant  use  shall 
come.  And  the  hurt,  positive  and  negative,  to  the  ordinary  child 
when  so  treated  is  probably  very  great.  In  most  schools  the  attitude 
of  opposition  to  school,  books,  intellectual  matters,  to  all  standards 
advocated  by  teachers  of  all  kinds,  is  as  a  rule  very  great,  greater 
than  many  good  people  seem  to  realize.  Under  the  Dalton  plan,  the 
positive  hurt  here  is,  as  was  pointed  out,  somewhat  lessened  by  the 
greater  child  participation — possibly  in  certain  matters  altogether 
removed.  But  the  negative  hurt,  the  loss  of  opportunities  that  a 
better  regime  would  bring,  is  probably  greater  under  the  more 
mechanical  setting  of  stints  than  under  the  classroom  regime.  For 
class  discussions,  if  raised  above  mere  testing,  can  be  made  very 
educative.  In  this,  the  Winnetka  plan  seems  to  offer  much  more 
than  the  Dalton.  To  Winnetka  let  us,  then,  turn  our  attention. 

The  Winnetka  plan  differs  from  the  Dalton  plan  essentially  in 
providing  two  types  of  learning.  One,  learning  by  goals,  parallels 
the  Dalton  plan;  the  other,  the  socialized  (class)  work,  has  no 
counterpart  in  that  plan.  This  feature  would  seem,  in  fact,  well-nigh 
unique  in  American  public  education  in  that  it  sets  no  subject 
matter  requirements  (as  these  are  commonly  understood).  To  this 
attractive  idea,  we  later  return.  The  Winnetka  scheme  for  learning 
by  set  goals  is,  by  comparison,  a  refinement  upon  the  Dalton  plan, 
but  differs  also  in  not  setting  time  limits.  The  meaning  and  bearing 
of  these  features  have  been  well  brought  out  in  the  preceding  dis¬ 
cussions.  Here,  however,  credit  should  be  given  to  Mr.  Washburne 
(which  he,  in  turn,  courteously  shares  with  Burk  and  Courtis)  for 
his  very  commendable  efforts  to  supply  learning  material  in  a 
form  which  approximately  frees  the  child  to  teach  himself.  It  is 
frankly  admitted  that,  so  far,  not  all  subjects  have  yielded  to  this 
treatment.  A  like  difficulty  is  noted  also  by  the  users  of  the  Dalton 
plan.  And  the  difficulty  would  seem  to  be  fundamental,  pointing  per¬ 
haps  to  a  fundamental  criticism  and  suggestion  later  to  be  made 
of  the  general  notion. 

The  term  “the  common  essentials”  is  used  at  Winnetka  to  refer  to 
the  subject  matter  content  assigned  for  learning  by  “goals.”  By  this 
Mr.  Washburne  means  “certain  knowledges  and  skills  .  .  .  needed 
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by  every  child.”  That  there  are  certain  knowledges  and  skills  which 
are  needed  by  each  child  need  not  be  disputed ;  but  there  are  decided 
difficulties  with  the  implications.  First,  it  is  implied  that  such  an 
“essential”  can  be  learned  in  isolation  from  its  “natural  setting”  (to 
use  Charters’  term) .  This,  it  would  seem  certain,  is  only  partially 
true.  Second,  it  is  implied  that  so  large  a  body  of  such  “essentials” 
can  be  definitely  named.  The  more  definitely  this  is  tried,  the  further 
off  does  agreement  seem  to  betake  itself.  Third,  it  is  implied  that 
“the  common  essentials”  should  consist  exclusively  of  “knowledges” 
(“facts”  were  perhaps  a  better  term)  and  skills.  Surely  this  cannot 
be  true.  To  leave  out  common  honesty  and  truthfulness  from  any 
list  of  “common  essentials”  is  at  once  to  queer  the  list.  Why  are 
they  omitted  ?  Is  it  that  they  are  not  needed  ?  Certainly  not.  The 
reason  they  are  omitted  is  that  they  do  not  lend  themselves  to 
assignment  by  “goals.”  In  other  words,  the  phrase  “the  common 
essentials”  carries  with  it  just  a  shade  of  rationalization.  The  con¬ 
tent  is  chosen  on  one  basis;  a  name  that  implies  a  better  basis  is 
then  given.  Not  “the  common  esentials,”  but  “some  common  essen¬ 
tials  that  lend  themselves  to  self-teaching  assignment” — these  con¬ 
stitute  the  content  of  the  first  part  of  the  Winnetka  scheme.  The 
first  and  third  of  the  implications  named  above  call  for  further 
consideration.  Let  us  begin  with  the  third. 

To  dispute  about  terms  can  be  the  most  fruitless  of  undertakings. 
But  exception  must  be  taken  where  a  term  so  effectually  ‘begs  the 
question’  as  to  cover  up  an  essential  issue.  This  the  term,  “the 
common  essentials,”  seems  to  do.  So  soon  as  we  write  it  “some 
common  essentials  that  lend  themselves  to  self-teaching  assign¬ 
ment,”  questions  at  once  arise.  What  about  the  other  “common 
esentials”  that  are  not  so  taught?  What  are  they?  How  important 
are  they?  Are  we  sufficiently  providing  for  them?  If  we  consider 
the  matter,  we  seem  led  to  conclude  that  desirable  educational  out¬ 
comes,  the  real  common  essentials,  range  themselves  on  a  scale  from 
those  (a)  that  most  readily  lend  themselves  to  specific  assignment- 
under-penalty  through  (b)  those  that  are  partly  so  assignable  up 
to  (c)  those  that  cannot  be  so  assigned.  We  see  at  once  that  Win¬ 
netka  undertakes  to  provide  for  the  two  ends  of  the  scale  by  its 
two  very  different  kinds  of  procedure.  We  also  see  that  the  subtle 
end  of  the  scale — attitudes,  ideals,  appreciations — is  no  less  essential 
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than  the  other  end  of  the  scale.  Possibly  if  there  is  any  difference, 
the  more  subtle  are  also  more  essential.  We  then  wonder  about  the 
middle  of  the  distribution  scale.  Is  Winnetka  sufficiently  caring  for 
it?  More  generally,  can  an  out-and-out  dualistic  scheme  adequately 
care  for  a  continuous  distribution?  Does  not  the  underlying  theory 
of  such  a  procedure  need  to  be  examined? 

To  return  now  to  the  first  implication,  that  these  “essentials”  can 
be  learned  singly  and  in  isolation  from  their  “natural  setting.”  Here 
again,  our  inquiry  cuts  deep.  When  is  a  thing  learned?  An  answer 
satisfactory  in  the  psychological  laboratory  is  not  necessarily  satis¬ 
factory  in  life.  Our  words  see,  will,  can,  used  above,  will  possibly 
carry  the  answer  for  life.  Merely  to  be  able  to  give  back  on  the 
demand  of  another  is  not  sufficient.  The  learner  must  himself  rec¬ 
ognize  (see)  the  situation  that  calls  for  the  response  in  question. 
Such  recognition  should  (will)  then — normally — be  followed  by  the 
response;  and  this  response  should  have  been  so  perfected  that 
it  can  effectually  work  (can).  Does  the  learner  see  what  to  do?  Can 
he  do  it?  Will  he  do  it?  These  three  must  all  be  present  before  the 
“essential”  has  been  learned.  The  danger  of  teaching  facts  and 
skills  in  isolation  is  that  one  gets  mainly  the  can ;  hardly,  if  at  all, 
the  see,  the  recognition  of  the  proper  situation;  and  hardly,  if  at 
all,  the  will,  the  tendency  to  act  upon  a  perceived  demand.  Many 
considerations  unite  to  make  us  believe  all  three  must  come  together. 

Does  the  preceding  conclusion  mean  that  there  is  no  place  for 
drill?  Emphatically  no.  Drill  is  often  essential,  but  how  best  to  get 
it  is  not  so  easy  to  answer.  We  seem  to  have  two  factors  involved — 
first,  the  perfection  of  a  detailed  movement;  second,  the  junction  of 
this  detail  in  its  appropriate  hierarchy  of  habits.  If  we  could  dis¬ 
regard  the  latter  (and  all  attendant  learnings),  efficiently  ‘moti¬ 
vated’  drill  might  care  for  the  former.  Why  not,  then,  first  learn  the 
separate  detail  and  join  later?  The  answer  seems  to  be  two-fold. 
First,  ‘separate’  learning  is  not  in  fact  separate.  On  the  ‘separate’ 
basis,  the  cue  to  respond  comes  simply  from  some  artificial  or 
abnormal  element  in  the  situation,  the  word  of  the  teacher  or  the 
place  in  the  book  or  the  like,  and  not  from  the  normal  situation.  We 
are  learning  then  to  respond  to  the  wrong  cue  and  this  must  later 
be  unlearned.  If  possible,  the  connections — cut  and  all — had  better 
be  made  as  we  expect  them  to  work.  Second,  the  attempt  to  learn 
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separately’  is  likely  to  lack  felt  pertinence  to  life  as  the  learner 
sees  life,  especially  if  the  learner  be  a  child  and  what  is  to  be  learned 
concerns  only  adult  life.  Thus,  lacking  felt  pertinence,  it  is  likely  to 
become  distasteful.  If  this  be  pronounced,  not  only  is  the  immediate 
(focal)  learning  effect  lessened,  but  a  host  of  unfavorable  attendant 
(marginal)  responses  are  likely  to  result.  The  subject  of  study,  the 
school,  the  teacher,  may  become  in  greater  or  less  degree  objects  of 
dislike.  No  one  general  answer  to  the  problem  of  drill  seems  pos¬ 
sible,  but  two  tendencies  are  discernible.  First  that  we  should  seek 
occasions  for  learning  as  far  as  feasible  in  “experiences  of  normal 
living”  (to  use  Bobbitt’s  phrase).  These  experiences  tend  to  place 
together  for  learning  what  must  go  together  in  life  and  thus 
piomise  a  maximum  of  transfer  to  life.  For  a  century,  it  seems 
clear,  this  tendency  has  been  gathering  momentum.  The  second 
growing  tendency  is  that,  where  drill  is  needed  beyond  what  is  thus 
inherently  supplied,  we  should  seek  to  get  it  after  the  situation 
calling  for  it  has  been  so  met  that  the  need  for  it  can  be  seen  and 
felt.  This  ‘felt  need’  tends  to  change  the  learner’s  attitude  so  that 
good,  and  not  bad,  learning  effects  may  be  expected. 

Before  drawing  the  conclusion  from  these  four  paragraphs  on 
learning  by  goals  at  Winnetka,  one  further  thought  may  be  helpful. 
Mention  was  made  above  of  a  “hierarchy  of  habits.”  The  conception 
is  most  useful,  but  let  us  for  the  moment  extend  it  beyond  the  habits 
most  immediately  involved  in  any  specific  movement  so  as  to  include 
all  of  the  constituent  responses  of  all  kinds  that  enter  into  any 
deliberate  act.  Clearly,  the  laws  of  habit  formation  apply,  mutatis 
mutandis,  as  truly  to  this  whole  aggregate  as  to  the  smaller  hier¬ 
archy  more  commonly  considered.  Without  going  into  argument,  it 
is  easy  to  see  that  by  the  interlinking  of  many  such  hierarchies  is 
built  that  aggregate  organization  which  we  call  the  ‘self.’  Contend¬ 
ing  divisions  within  the  self  have  been  noted  at  least  from  Plato 
down,  together  with  the  evil  effects  of  such  disunion.  The  “war  of  the 

members,”  the  “flesh  lusting  against  the  spirit,”  a  “double  life” _ 

these  age-old  conceptions  indicate  in  some  measure  the  dangers _ 

not  to  call  in  the  more  repellent  discussions  of  some  moderns.  If  all 

one  s  inner  resources  are  so  fitly  joined  together  and  organized _ 

thoughts,  emotions,  ideals,  attitudes,  habits,  skills,  points  of  view, 
interests,  appreciations,  informations,  in  whatsoever  terms  we  may 
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name  them — that  in  any  crisis  all  are  available  first  to  give  one’s 
‘best  judgment’  a  chance  to  come  into  play  and  assume  control  and 
then,  if  need  be,  to  have  all  one’s  ‘powers  of  execution’  act  without 
hindrance — if  these  things  can  be,  surely  one  is  greatly  advantaged. 
From  such  a  unified  organization,  we  may  confidently  expect,  not 
only  greater  efficiency  of  practical  behavior,  but  also  greater  happi¬ 
ness  of  inner  harmony,  and  in  it  all  better  moral  conduct.  We  may 
then  say  that  a  unified,  rather  than  a  divided,  self  is  a  proper  end 
of  endeavor,  and  in  this  we  find  accordingly  another  criterion  by 
which  to  judge  of  educational  procedure. 

What  does  this  criterion  of  the  unified  self  tell  us  about  educa¬ 
tion?  How  shall  we  as  teachers  help  our  children  to  build  unified 
selves?  Partly  by  seeking  to  enlarge  the  range  of  meanings  on  which 
they  act,  partly  by  having  them  act  wholeheartedly  as  often  as 
possible.  These  are  stated  positively.  Negatively,  let  us  keep  our 
children  from  living  double  lives — part  open,  avowed  and  ostensible ; 
part  hidden,  secret,  forbidden.  The  moralists  and  teachers  of  the 
world  have  much  to  answer  for  in  the  way  they  have — in  actual 
result — driven  healthily  active  young  people  into  double  lives.  We 
wish  to  scrutinize  very,  very  closely  any  divisive  scheme  or  plan 
of  action  which  tends  to  break  the  child’s  life  into  two  non-inter¬ 
acting  parts.  This  is  one  practical  reason  for  not  opposing  childhood 
and  adulthood  to  each  other  as  if  they  differed  in  kind  when  in 
blessed  fact  they  differ  only  in  degree.  In  this  we  have  another 
wording  for  the  indictment  brought  against  education  as  mere 
preparation.  When  it  is  demanded  that  childhood  spend  its  best 
endeavor  working  at  anything  which  is  not  continuous  with  its  own 
growing  life,  we  force  upon  the  child  a  double  life.  On  the  one  hand, 
the  unity  of  self-hood ;  on  the  other,  the  unity  and  continuity  of  life 
—these  are  two  correlative  ways  of  stating  the  ideal  we  here 
uphold. 

And  what  now  is  the  conclusion  regarding  Winnetka’s  plan  of 
learning  by  goals?  First  and  foremost,  it  tends  to  break  the  child’s 
learning  into  two  disconnected  parts.  One  part,  highly  mechanical, 
belongs  to  the  system  of  goals— a  system  too  nearly  complete  in 
itself,  too  little  connected  with  life.  Stated  psychologically,  the  dan¬ 
ger  is  that  the  learning  will  not  transfer.  Stated  in  terms  of  life, 
the  danger  is  a  divided  self— that  the  child  will  look  on  learning  as 
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something  apart  from  life,  something  to  be  ‘learned’  and  then  put 
behind  him.  If  it  be  rejoined  that  the  freer  classwork  at  Winnetka 
counteracts  this  danger,  the  answer  comes  that  the  freer  work 
does  seem  to  be  in  far  greater  degree  continuous  with  life,  but  the 
gap  still  remains  between  the  individual  drill  work  and  the  freer 
group  work.  The  two  parts  of  school  do  not  connect.  And  unfortu¬ 
nately,  in  the  whole  discussion  at  Winnetka,  learning  by  goals  seems 
to  be  counted  as  the  essential.  The  chosen  term  implies  it,  and  it  is 
only  the  time  saved  from  the  goal  work  that  is  available  for  the 
other.  If  further  rejoinder  be  made  that  the  children  are  happy, 
that  they  like  not  only  the  freer  group  work  but  quite  as  well  to 
work  for  goals,  then  we  have  to  say  that  present  happiness,  though 
a  good,  can  never  be  taken  by  itself  as  final.  The  question  of  long 
run  effect  must  decide.  That  the  Winnetka  plan  of  goals  is  a  better 
way  of  doing  many  of  the  things  the  ordinary  school  tries  less 
successfully  to  do,  may  well  be  admitted.  But  unless  the  danger  of 
little  transfer  and  the  danger  of  the  divided  self  can  be  better  safe¬ 
guarded,  the  present  writer,  for  one,  does  not  believe  that  learning 
by  goals  will  continue  to  hold  its  present  prominence  at  Winnetka. 

When  we  turn  to  the  other  feature  of  the  work  at  Winnetka,  the 
situation  is  more  defensible.  It  is  a  pleasure  to  commend  the 
socialized  work.  Here  there  need  be  no  divided  self.  Continuity  with 
the  rest  of  child  life  is  possible.  Here  can  be  got  the  learning 
“through  experiences  of  normal  living”  presented  by  Professor 
Bobbitt,  with  its  emphasis  upon  “spontaneous,  voluntary,  and  self- 
directed  work.”  Could  we  make  this  the  main  part  of  school?  And 
if  so,  what  about  the  needed  facts  and  skills?  Mr.  Courtis’  answer 
seems  to  point  the  open  way:  “An  ideal  course  of  study  would  con¬ 
sist  of  two  parts:  (1)  a  series  of  social  projects  in  which  there 
would  be  need  for  the  use  of  fundamental  skills  in  meaningful 
situations,  and  (2)  a  series  of  self-instructive,  self-appraising  prac¬ 
tice  exercises  so  clogely  correlated  with  the  project  work  that  chil¬ 
dren  could  avail  themselves  of  drill  exercises  as  they  became  con¬ 
scious  of  the  need.”  3  It  is  most  interesting  to  see  here  represented 
both  features  of  the  Winnetka  plan,  with  the  emphasis  reversed.  In 
this,  first  things  come  first.  Will  it  work?  The  present  writer  believes 
yes.  Once  we  understand  how  few  drilled  facts  and  skills  we  really 


3  Quoted  from  Mr.  Courtis  elsewhere  in  this  Yearbook. 
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need  and  how  few  of  desirable  outcomes  can  be  got  by  separate 
drill,  we  shall  find  the  task  much  easier.  Collings’  remarkable  success 
with  both  skills  and  attitudes  4  shows  at  least  what  a  rural  school 
can  do,  once  we  apply  both  faith  and  effort.  The  various  experiences 
described  in  this  study  increase  one’s  faith.  The  second  feature  at 
Winnetka,  with  the  first  duly  subordinated,  holds  much  promise 
for  the  future. 

And  this  seems  the  final  conclusion.  We  must  have  both  individ¬ 
ualized  work  and  group  work.  But  we  must  revise  the  common 
notion  of  what  constitutes  the  school’s  task.  Education  is  not 
acquiring  specified  subject  matter  fixed  in  advance;  it  is  the  con¬ 
tinuous  remaking  of  life  by  acquiring  subject  matter  as  it  is 
needed  for  present  behavior.  When  we  can  see  this  and  can  under¬ 
stand  the  necessity  for  the  unity  of  self-hood,  then  we  shall  see 
why  drill,  though  necessary,  must  be  subordinated  to  life — why  the 
school,  to  be  finally  satisfactory,  must  be  continuous  with  life. 


4  Ellsworth  Collings,  An  Experiment  with  a  Project  Curriculum  (Mac¬ 
millan,  1923). 
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AN  ANNOTATED  BIBLIOGRAPHY  ON  ADAPTING  SCHOOLS 
TO  INDIVIDUAL  DIFFERENCES  1 


Compiled  by 
L.  Belle  Voegelein 

Reference  Assistant,  Bureau  of  Educational  Research,  Ohio  State 
University,  Columbus,  Ohio 


Since  the  essential  purpose  of  this  Yearbook  is  to  show  how 
schools  have  adapted  their  procedures  to  individual  differences  in 
pupils,  the  scope  of  the  bibliography  was  planned  with  the  same 
end  in  view.  The  existence  of  individual  differences  was  taken  for 
granted. 

The  bibliography  is  classified  into  four  parts:  Part  I,  individual 
instruction,  with  special  sections  on  the  Dalton  plan,  the  Decroly 
method,  and  the  Winnetka  plan;  Part  II,  classification,  ability 
grouping,  and  promotion  plans;  Part  III,  supervised  study;  and 
Part  IV,  differentiated  curricula  and  courses  of  study.  The  fact 
that  schools  are  providing  special  classes  for  gifted  and  backward 
children,  mental  defectives,  and  the  physically  handicapped  has  not 
been  considered. 

The  bibliography  does  not  claim  to  be  complete.  Limitations  of 
resources  and  time  have  prevented  that  accomplishment.  In  all 
parts  but  the  first,  it  was  expedient  to  cite  standard  bibliographies 
and  then  to  supplement  and  bring  these  up  to  date.  Attention  is 
called  to  certain  policies  which  have  been  followed.  No  specific 
entry  appears  more  than  once.  If  it  contains  material  which  classi¬ 
fies  in  several  parts,  it  is  placed  in  that  part  to  which  it  first  con¬ 
tributes.  Where  the  entries  have  no  annotations  or  the  citations  are 
incomplete,  the  compiler  did  not  have  access  to  the  material  but 
deemed  it  of  too  great  importance  to  be  omitted. 


1  Acknowledgments  are  due  Dr.  B.  R.  Buckingham,  Director,  Bureau 
of  Educational  Research,  Ohio  State  University,  for  helpful  guidance 
and  advice  and  to  members  of  the  Committee  and  contributors  of  this 
Yearbook  for  suggested  titles. 
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Part  I.  Individual  Instruction,  the  Dalton  Plan,  the  Decroly 
Method,  and  the  Winnetka  Plan 


A.  INDIVIDUAL  INSTRUCTION 

Alexander,  Marie.  “Individualized  instruction  in  third-grade  num¬ 
ber.”  Virginia  Journal  of  Education.  18:49-50.  October,  1924. 

The  fundamental  skills  may  be  taught  each  child  through  activities 
or  projects,  so  checked  that  each  day’s  learning  is  definitely  measured. 
The  scheme  is  clearly  explained. 

Andrew,  M.  F.  “The  problem  of  individualizing  instruction.” 
Education.  26:129-136.  November,  1905. 

“Many  of  our  best  thinkers  and  teachers  have  been  pleading  for  indi¬ 
vidual  instruction,  but  the  great  mass  of  our  profession  is  afraid  of  the 
plan.  But  it  can  and  will  be  done  in  these  United  States.” 

Arnold,  F.  J.  “Machinery  for  individual  promotion  and  classifica¬ 
tion  of  pupils.”  Kentucky  High  School  Quarterly.  9:1-54.  July, 
1923. 

Reviews  the  most  successful  plans  which  have  developed  to  break  the 
lock-step  shift.  Is  somewhat  partial  to  the  Winnetka  individual  instruc¬ 
tion  plan. 

Baer,  J.  A.  Individual  Differences  Among  Pupils.  Cleveland,  Ohio, 

Cuyahoga  County  Board  of  Education,  1922.  28  pp. 

Handbook  for  teachers  in  which  there  is  set  forth  various  methods  of 
meeting  the  problem  of  individual  differences. 

Bagley,  W.  C.  and  Keith,  J.  A.  H.  “Adapting  materials  to  individual 
capacities.”  (In  their  Introduction  to  Teaching.  New  York,  The 
Macmillan  Company,  1924.  pp.  180-209.) 

A  summary  of  the  methods  which  have  been  used  and  are  being  used. 
Concludes  that  much  can  be  done  to  adapt  teaching  materials  to  the 
differences  in  the  needs  and  capacities  of  pupils. 

Bagley,  W.  C.  “The  Batavia  system  of  class-individual  instruction.” 
(In  his  Classroom  Management.  New  York,  The  Macmillan 
Company,  1907.  pp.  214-224.) 

States  that  this  system  is  the  most  successful  method  yet  devised  of 
effecting  a  compromise  between  the  individual  and  class  methods.  State¬ 
ment  made  in  1907.  The  system  is  carefully  explained. 

Balch,  G.  D.  “Individual  work.”  Journal  of  Rural  Education. 
3:129-132.  November,  1923. 

Relates  how  the  individual  method  of  instruction  was  introduced  and 
successfully  conducted  in  a  rural  school  in  Connecticut. 
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Bigelow,  L.  E.  “Individual  assignments  in  geography."  Elementary 
School  Journal.  9:250-256.  January,  1909. 

By  assigning  each  pupil  in  her  class  the  article  best  suited  to  his 
particular  temperament  and  so  of  real  interest  to  him,  the  teacher  was 
able  to  secure  gratifying  results.  References  to  materials  used  in  the 
seventh  grade  for  one  year  are  included. 

Boston.  Special  Class  Teachers.  The  Boston  Way;  Plans  for  the  De¬ 
velopment  of  the  Individual  Child.  Concord,  N.  H.,  The  Rumford 
Press,  1917.  127  pp. 

Bowles,  Maude.  “A  sixth-grade  English  project.”  Detroit  Journal 
of  Education.  3 :30-33.  September,  1922. 

An  experiment  with  pupils  of  low  intelligence  scores.  The  type  of 
teaching  used  forced  the  pupils  to  take  the  initiative  and  rely  upon  them¬ 
selves.  The  results  were  very  satisfactory. 

Bowman,  E.  C.  “A  plan  for  dealing  with  individual  differences.” 
West  Virginia  School  Journal.  53:22-32.  September,  1924. 

Believes  that  by  varied  assignments  a  considerable  measure  of  suc¬ 
cess  may  be  attained  by  individuals  of  varying  ability.  The  plan  is  ex¬ 
plained  in  detail. 

Boyer,  P.  A.  “The  Adjustment  of  a  School  to  Individual  and  Com¬ 
munity  Needs.  Philadelphia,  University  of  Pennsylvania,  1920. 
141  pp. 

“Chapter  VI  deals  more  specifically  with  ways  and  means  of  adjust¬ 
ing  the  school  to  the  needs  of  pupils,  assuming  no  increase  of  funds  or 
radical  modification  of  the  plans.” 

Brown,  S.  W.  “Some  experiments  in  elementary-school  organiza¬ 
tion.”  (in  National  Education  Association.  Addresses  and  Pro¬ 
ceedings,  1913.  pp.  458-463.) 

Three  problems  demand  solution:  the  problems  of  curriculum,  classifi¬ 
cation,  and  instruction.  The  author  discusses  these  briefly  in  the  light 
of  certain  experiments  he  has  carried  on.  He  champions  the  rights  and 
needs  of  each  individual  pupil. 

Buckingham,  B.  R.  “Individualizing  instruction  on  the  basis  of  test¬ 
ing,  with  special  reference  to  arithmetic.”  Proceedings  of  Sec¬ 
ond  Annual  Conference  on  Educational  Research  and  Guidance. 
Sacramento,  Calif.,  California  State  Printing  Office,  1923.  pp. 
16-32.  (San  Jose  State  Teachers  College  Bulletin.) 

A  very  clear  statement  as  to  the  procedure  which  should  follow  the 
giving  of  tests,  if  each  individual  child  is  to  be  benefited.  Specific  cases 
are  analyzed  and  remedial  measures  indicated. 
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Burk,  Frederic.  “Breaking  the  lock  step.”  Journal  of  the  National 
Education  Association.  13:123-124.  April,  1924;  also  in  Progres¬ 
sive  Education.  1 :8-10.  April,  1924. 

This  resume  shows  the  benefits  which  follow  the  introduction  of  indi¬ 
vidual  instruction  into  a  system,  the  difficulties  which  beset  its  course, 
the  consequent  revolution  of  administrative  mechanisms,  and  its  constant 
adaptation  to  new  conditions. 

Burk,  Frederic.  “The  desire  to  know,  educational  dynamo.”  Normal. 

Instructor  and  Primary  Plans.  34 :  30,  95.  December,  1924. 

Probably  the  last  article  written  for  publication  by  that  pioneer  of 
individual  instruction,  the  late  Frederic  Burk. 

Burk,  Frederic.  “Education  by  dynamism.”  Journal  of  the  As¬ 
sociation  of  Collegiate  Alumnae.  Vol.  10.  December,  1917. 

Excellent  presentation  of  a  vital  principle  of  education  which  when 
followed  to  its  logical  sequence  would  necessitate  an  individual  system 
of  education  in  both  schools  and  colleges. 

Burk,  Frederic.  Every  Child  a  Minor,  vs.  Lock-Step  Schooling: 
A  Suit  in  Equity.  Sacramento,  Calif.,  State  Printing  Office, 
1915.  72  pp.  (San  Francisco  State  Normal  School.  Monograph 
C.) 

.  “Data  of  two  years’  experience  in  operation  of  a  system  of  individual 
instruction  showing  accelerated  rates  of  pupils’  progress,  elimination  of 
wastes  of  school  time,  actual  saving  in  cost  of  schooling  and  adaptabil¬ 
ity  to  various  schools.” 

Burk,  Frederic.  “Individual  instruction  vs.  the  lock-step.”  Sierra 
Educational  News.  Vol.  13.  July-August,  1917. 

Burk,  Frederic.  “Individual  instruction  vs.  the  lock-step  system.” 
Normal  Instructor  and  Primary  Plans.  26:18,  69.  January, 
1917;  26:34,68.  February,  1917;  26:30,71.  March,  1917; 
26.  32,  72-73.  April,  1917.  The  last  three  of  these  articles  are 
contained  in  American  City.  18:327-330.  April,  1918. 

Describes  individual  schooling  in  operation  in  the  Elementary  Depart¬ 
ment  of  the  State  Normal  School  at  San  Francisco.  Suggests  how  in¬ 
dividual  teaching  may  be  introduced  into  rural  and  city  schools.  Main¬ 
tains  that  the  individual  plan  will  be  less  expensive  than  the  class  plan. 

Burk,  Frederic.  A  remedy  for  Lock-Step  Schooling;  A  Preliminary 
Report  upon  the  Weakness  and  Impossibilities  of  the  Class  Sys¬ 
tem  of  Instruction,  and  Progress  to  Date  in  Substituting 
Therefor  an  Individual  System  of  Teaching.  Sacramento,  Calif., 
State  Printing  Office,  1913.  25  pp.  (San  Francisco  State  Normal 
School.  Monograph  A.) 
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Points  out  the  inadequacy  and  evils  of  the  class  system  of  instruction 
and  describes  the  method  which  the  Elementary  Department  of  the  San 
Francisco  State  Normal  School  has  substituted  for  this  class  lock-step. 

Burk,  Frederic  and  Washburne,  C.  W.  “The  reorganization  of  nor¬ 
mal  school  professional  courses.”  School  and  Society.  8 :382-385. 
September  28,  1918. 

Most  professional  training  has  failed  to  produce  desired  results  be¬ 
cause  there  has  been  too  much  of  abstraction  and  theory.  What  is  needed 
are  responsible  teaching  experience  and  a  study  of  the  whole  conduct  of 
individual  children.  Courses  are  suggested. 

Caldwell,  O.  W.  “The  laboratory  method  and  high-school  efficiency.” 
Popular  Science  Monthly.  82:243-251.  March,  1913. 

Discusses  some  important  experiments  which  have  been  made  to  de¬ 
termine  the  relative  value  of  directed  and  individual  classroom  study. 

Caldwell,  0.  W.  and  Courtis,  S.  A.  Then  and  Now  in  Education, 
181*5:1923.  Yonkers-on-Hudson,  N.  Y.,  World  Book  Company, 
1924.  pp.  124-126;  155-157. 

“By  far  the  most  remarkable  gain  in  the  seventy-five  years  that  have 
passed  since  1845  is  the  growing  tendency  toward  individualization  of 
mass  instruction.” 


Certain,  C.  C.  “The  adjustment  of  the  individual  to  the  social 
group.”  Detroit  Journal  of  Education.  3:458-459.  June,  1923. 

Lists  fourteen  personal  and  collective  activities  by  which  this  adjust¬ 
ment  may  be  attained. 

Certain,  C.  C.  “Why  individualization?”  The  Detroit  Journal  of 
Education.  3 :282.  February,  1923. 

_  An  editorial.  Does  not  believe  that  the  individualization  of  instruc¬ 
tion  is  advantageous  to  individual  children. 

Chase,  S.  E.  “Provide  for  individual  differences.”  Journal  of  Educa¬ 
tion.  99:464-465.  April  24,  1924. 

Lists  the  provisions  made  for  individual  differences  in  an  elementary 
school  of  Hackensack,  New  Jersey. 

Courtis,  S.  A.  “Education  as  purposing.”  Detroit  Journal  of  Educa¬ 
tion.  2:3-6.  February,  1922. 

“The  immediate  problem  before  the  teaching  profession  is  to  convert 
the  aims  and  methods  of  education  from  the  autocratic  mass  imposition 
of  knowledge  and  skill,  which  prevailed  in  the  past,  to  the  democratic 
method  of  individual  purposing  in  a  social  environment.” 
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Courtis,  S.  A.  “Educational  diagnosis.”  Normal  Instructor  and 
Primary  Plans.  26:45-46.  December,  1916. 

Measurements  are  especially  helpful  to  the  teacher  in  studying  indi¬ 
vidual  children  since  they  help  her  locate  their  difficulties  and  point  out 
the  necessary  adjustments. 

Courtis,  S.  A.  “Educational  service  stations.”  (In  Thompson,  F.  V. 
Schooling  of  the  Immigrant.  New  York,  Harper  and  Brothers, 
1920.  pp.  239-261.) 

Courtis,  S.  A.  “Making  teaching  efficient.”  Normal  Instructor  and 
Primary  Plans.  26:53-54,  82.  November,  1916. 

Discusses  the  usefulness  of  measurements  and  illustrates  his  points  in 
the  teaching  of  arithmetic.  Explains  that  the  Courtis  practice  tests,  if 
rightly  handled,  will  provide  for  individual  adjustment  of  work  even  in 
large  classes.  They  will  also  reveal  the  child  in  need  of  assistance  and 
the  nature  of  the  assistance  needed. 

Courtis,  S.  A.  “Measuring  the  child’s  capacity.”  Normal  Instructor 
and  Primary  Plans.  26:31.  October,  1916. 

Courtis,  S.  A.  “Mental  blindness.”  Journal  of  Educational  Research. 
10:399-401.  December,  1924. 

This  spirited  editorial  points  out  that  the  sectioning  of  classes  into 
homogeneous  groups  of  pupils  is  only  a  step  in  the  direction  of  ultimate 
individualization  of  instruction. 

Courtis,  S.  A.  “Round  table  on  limitation  of  training.”  Second 
Annual  Conference  on  Educational  Measurements.”  Blooming¬ 
ton,  Ind.,  Extension  Division  of  Indiana  University,  1915.  pp. 
69-84.  (Indiana  University  Bulletin.  Vol.  13,  No.  11.  October, 
1915.) 

Standards  should  be  set  up  in  every  grade  for  the  amount  of  skill  re¬ 
quired  in  each  subject.  When  the  pupil  has  attained  that  standard,  he 
should  be  given  other  work  during  the  drill  period.  Carrying  this  plan 
to  its  ultimate  completion  would  mean  a  reorganization  of  our  schools. 
The  future  school  is  described. 

Coxe,  W.  W.  and  Richards,  E.  B.  Suggestions  for  Teaching  Silent 
Reading.  Albany,  N.  Y.,  The  University  of  the  State  of  New 
York  Press,  1924.  35  pp.  (University  of  the  State  of  New  York 
Bulletin,  No.  803.  May  1,  1924.) 

Contains  helpful  advice  on  how  to  improve  the  reading  habits  of  chil¬ 
dren  of  varying  ability. 


Decroly,  Ovide.  See  Section  C  of  this  part  of  the  bibliography. 
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Depfenbaugh,  W.  S.  “Let  the  children  advance  according  to  indi¬ 
vidual  ability.”  School  Life.  10:97-98.  January,  1925. 

.  A  brief  survey  of  the  movement  for  individual  instruction.  Its  begin- 
nings,  progress  and  present  trends  are  presented.  It  should  be  fostered 
as  a  means  of  breaking  the  lock-step  in  our  schools. 


Deihl,  J.  D.  Individual  differences  and  note-book  work  in  modern 
foreign  languages.”  Modern  Language  Journal.  1:52-59.  No¬ 
vember,  1916. 

Reports  an  experiment  in  composition  work  in  first-  and  second-vear 
trench  arid  first-year  German  in  the  University  of  Wisconsin  High 
School.  Extra  assignments  were  always  available  for  the  abler  pupils. 


Elementary  School 


Drake,  E.  H.  “An  interesting  experiment.’ 

Journal.  15:219-222.  December,  1914. 

The  grade  teachers  of  the  Elkhart,  Indiana,  public  schools,  purposing 
to  provide  a  system  to  meet  the  different  abilities  of  different  children 
tried  out  the  plan  of  minimal-maximal  assignments  of  lessons.  The  ex¬ 
periment  seems  to  justify  the  conclusion  that  the  advantages  of  the 
scheme  outweigh  the  disadvantages. 

Dudley,  Louise.  “The  quartile  system:  A  method  of  varying  class- 
work  in  accordance  with  the  student’s  ability.”  Educational 
Administration  and  Supervision.  10:462-470.  October,  1924. 

This  system  has  been  successfully  used  in  Stephens  College.  Its  ad- 

Jt  -ctn  b?  used  m  classes  of  any  size  and  of  any  grade 
and  that  it  (distinguishes  between  good  and  poor  students  both  in  the 
work  assigned  and  m  the  credit  given. 


Eastman,  Grace.  “Finding  and  helping  to  overcome  individual 
difficulties.”  Kansas  Teacher.  18 :7-8.  March,  1924. 


An  account  of  how  one  teacher  discovers  and  takes  care  of  the  diffi- 
class?3  °f  6aCh  °f  her  PUPllS‘  Illustrations  taken  ^om  an  arithmetic 


Erskine,  Lucile,  “Individual  instruction  versus  class  teaching.” 
School  Review.  14:635-640.  November,  1906. 

uj"tbe  McKinley  High  School,  St.  Louis,  Missouri,  every  other  day  the 
blass  devotes  itself  to  silent  written  work.  This  so-called  “laboratory”  day 
.°Pp°rtuajfy  f°r  individual  pupil  help.  Individual  instruction 
is  advocated  for  three  reasons:  every-day  feasibility,  pedagogic  econ¬ 
omy,  and  close  correlation  to  the  elective  system. 


'Evans,  O.  D.  “Individual  work  as  the  ideal  for  the  continuation 
school.”  Tenth  Annual  Schoolmen’s  Week  Proceedings.  Phila¬ 
delphia,  The  Press  of  the  University  of  Pennsylvania,  1923.  pp. 
274-276.  (University  of  Pennsylvania  Bulletin.  Vol.  23,  No.  38. 
June  9,  1923.) 
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Individual  instruction  may  be  provided  in  the  continuation  school  by 
assignments  suited  to  each  individual  pupil,  by  properly  trained  teach¬ 
ers,  and  by  suitable  teaching  conditions. 

Foster,  H.  H.  “Individual  instruction.”  (In  his  Principles  of  Teach¬ 
ing  in  Secondary  Education.  New  York,  Charles  Scribner’s  Sons, 
1921.  pp.  309-319.) 

A  discussion  of  the  general  principles  which  should  govern  in  indi¬ 
vidual  instruction  and  some  of  the  specific  forms  of  such  instruction. 

Freeland,  G.  E.  “Methods  of  adjusting  school  work  to  individual 
needs.”  (In  his  Modern  Elementary  School  Practice.  New  York, 
The  Macmillan  Company,  1919.  pp.  341-367.) 

Suggests  the  following  methods:  (1)  the  study  of  individuals,  (2) 
individualizing  recitations,  (3)  flexible  assignments,  (4)  flexible  classi¬ 
fication  and  formation  of  special  classes. 

Goldstone,  G.  A.  “Differentiation  of  method  in  teaching  reading  to 
slow  and  bright  pupils.”  Bulletin  of  High  Points.  5:11-14.  April, 
1923. 

The  methods  used  are  illustrated  by  definite  examples. 

Hoffman,  U.  J.  Organizing  and  Conducting  a  One-Teacher  School. 
Springfield,  Ill.,  State  Department  of  Public  Instruction,  1923. 
63  pp.  (Circular  No.  180.) 

This  monograph  attempts  to  show  that  all  necessary  class  instruction 
and  all  needed  individual  instruction  can  be  given  if  a  school  is  properly 
organized  and  conducted.  Conditions  must  be  “favorable  for  effective 
teaching  by  the  teacher  and  effective  study  by  the  pupil.” 

Holmes,  Hilda.  “The  motivation  of  primary  work.”  Elementary 
School  Journal.  20:767-771.  June,  1920. 

An  account  of  an  experiment  at  the  San  Francisco  State  Normal 
School,  in  which  each  child  had  absolute  free  choice  of  work.  The  teach¬ 
ers  set  the  stage  for  the  motivation;  the  child  supplied  the  motives. 

Holmes,  W.  H.  “Plans  of  classification  in  the  public  schools.”  Peda¬ 
gogical  Seminary.  18:475-522.  December,  1911. 

Three  plans  of  individual  instruction,  Pueblo,  Batavia,  and  Newton, 
together  with  other  prominent  plans  of  grading  and  instruction,  are 
described. 

Holmes,  W.  H.  School  Organization  and  the  Individual  Child. 
Worcester,  Mass.,  The  Davis  Press,  1912.  408  pp. 
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The  first  part  of  the  book  presents  the  fundamental  principles  of  the 
various  plans  of  grading,  classification,  and  instruction  that  have  been 
worked  out  to  adjust  the  schools  better  to  the  needs  of  individual  pupils. 
The  second  part  deals  with  the  treatment  of  abnormal  children  in  the 
public  schools.  A  comprehensive  bibliography  is  appended. 

Horn,  Ernest.  Distribution  of  Opportunity  for  Participation 
Among  the  Various  Pupils  in  Classroom  Recitations.  New  York, 
Teachers  College,  Columbia  University,  1914.  40  pp.  (Teachers 
College,  Columbia  University.  Contributions  to  Education,  No. 
67.) 

The  purpose  of  this  study  is  to  supply  data  with  regard  to  the  nature 
of  the  practice  in  meeting  the  difficulty  of  reaching  individual  children. 

Howarth,  Jane.  A  Study  of  Individual  Variation  in  Language 
Ability  in  a  Fifth  Grade  of  Forty  Children.  Thesis  (M.  A.) 
State  University  of  Iowa. 

Summarized  in  this  Yearbook  by  Dr.  Ernest  Horn. 

Hughes,  W.  H.  “Providing  for  individual  differences  with  respect  to 
instruction,  scope  of  work,  and  credit.”  Educational  Adminis¬ 
tration  and  Supervision.  5:343-356.  October,  1919. 

An  account  of  the  credit  system  which  is  used  in  the  Riverview  Union 
High  School,  Antioch,  California.  This  method  of  weighted  credit  and 
credit  for  quality  recognizes  varying  degrees  of  achievement  and  assigns 
credit  in  proportion  to  this  achievement. 

Hughes,  W.  H.  “Provisions  for  individual  differences  in  high- 
school  organization  and  administration.”  Journal  of  Educational 
Research.  5:62-71.  January,  1922. 

Data  obtained  from  a  questionnaire  addressed  to  425  high  schools.  It 
is  evident  that  not  sufficient  attention  is  being  paid  to  this  problem. 

Individual  Child  in  the  Schools,  The.  Mount  Vernon,  N.  Y.,  Depart¬ 
ment  of  Public  Instruction,  1922.  95  pp. 

This  annual  report  of  the  public  schools  of  Mount  Vernon,  N.  Y.,  cen¬ 
ters  about  the_  procedure  which  has  been  adopted  toward  the  individual 
child.  It  contains  a  number  of  definite  reports  on  individual  instruction. 

“Individual  instruction  in  the  Eaton  Rapids  schools.”  Moderator- 
Topics.  44:396.  February  28,  1924. 

A  brief  account  of  the  introduction  of  individual  instruction  in  this 
Michigan  city. 

“Individual  work.”  Teachers  World,  London. 

For  several  years  this  weekly  periodical  has  been  devoting  one  or  more 
pages  to  the  methods  to  be  used  in  this  line  of  work. 
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Irwin,  E.  A.  and  Marks,  L.  A.  Fitting  the  School  to  the  Child;  an 
Experiment  in  Public  Education.  New  York,  The  Macmillan 
Company,  1924.  339  pp. 

The  experiment  was  conducted  in  Public  School  64,  New  York  City. 
An  effort  was  made  to  adapt  educational  experiences  to  individual  needs 
by  first  finding  out  by  accurate  measurement,  the  mental  and  physical 
capacities  of  the  children  as  they  entered  school.  An  account  is  given  of 
the  methods  used  in  classification  and  analysis,  and  the  types  of  treat¬ 
ment  used  with  varying  groups  are  discussed. 

Kennedy,  John.  “The  Batavia  plan  after  fourteen  years  of  trial.” 

Elementary  School  Teacher.  12:449-459.  June,  1912. 

Since  the  plan  has  furnished  one  solution  for  the  problem  of  individu¬ 
alizing  instruction,  has  stood  the  test  of  time,  and  has  been  constantly 
applauded,  its  founder  is  still  confident  of  its  excellence. 

Kennedy,  John.  The  Batavia  System  of  Individual  Instruction. 

Syracuse,  N.  Y.,  C.  W.  Bardeen,  1914.  299  pp. 

Discusses  various  aspects  of  the  system  and  gives  an  account  of  the 
reason  for  its  continuance.  The  book  is  a  description  and  something  of 
an  argument  in  favor  of  this  sort  of  organization. 

Kennedy,  John.  “The  need  of  individual  instruction.”  (In  National 
Education  Association.  Addresses  and  Proceedings,  1901.  pp. 
295-303.) 

Individual  instruction  in  the  Batavia,  N.  Y.,  schools  supplements  the 
class  recitation.  This  type  of  instruction  is  given  by  an  extra  teacher 
in  the  case  of  large  classes  and  by  the  regular  teacher  in  case  of  small. 

Kennedy,  John.  “The  uplift  of  individual  instruction.”  Ungraded. 
4:184-190.  May,  1919. 

Ling,  E.  S.  “Individualized  instruction  in  Abington  Township.” 
Eleventh  Annual  Schoolmen’ s  Week  Proceedings.  Philadelphia, 
The  Press  of  the  University  of  Pennsylvania,  1924.  pp.  206-210. 
(University  of  Pennsylvania  Bulletin.  Vol.  24,  No.  38.  June  7, 
1924.) 

“Describes  system  in  use  in  Abington  Township  and  presents  several 
case  studies.  Only  provides  individual  work  for  ‘those  who  need  it 
most’.” 

Mackinder,  Jessie.  Individual  Work  in  Infants  Schools.  London, 
Educational  Publishing  Company,  1923.  100  pp. 

“Miss  Mackinder  has  worked  out  an  ingenious  series  of  devices  for 
pupil  self-instruction  in  the  primary  grades.  The  book  is  very  readable, 
highly  suggestive,  and  probably  the  best  contribution  toward  individu¬ 
alizing  the  primary  grades  that  has  yet  been  made.” 
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McManis,  J.  T.  “Individual  differences  in  the  early  grades.”  School 
and  Society.  3:289-295.  February  26,  1916. 

Since  individual  differences  are  more  marked  in  pupils  in  the  primary 
grades  than  in  the  upper,  schools  should  adapt  either  the  kindergarten 
idea  or  departmental  work  to  the  needs  of  these  children. 

Maguire,  M.  T.  “Each  child  in  school  must  be  taught  as  an  in¬ 
dividual.”  Journal  of  Education.  73:595-597.  June  1,  1911. 

Mark,  H.  T.  Individuality  and  the  Moral  Aim  in  American  Educa¬ 
tion.  London,  Longmans,  Green  and  Company,  1901.  298  pp. 

Contains  a  very  good  general  discussion  of  American  practices  as  the 
author  found  them  at  the  time  of  his  visit  to  the  United  States. 

Mayberry,  L.  W.  “Individualizing  problems  for  pupils.”  Elementary 
School  Journal.  18:133-137.  October,  1917. 

An  experiment  in  which  a  system  of  checking-up  the  individual 
achievement  of  eaeh  pupil  on  facts  presented  for  drill  secured  telling  re¬ 
sults.  The  method  is  explained  and  illustrated. 

Morris,  W.  C.  “The  individual  and  our  educational  system.”  School 
and  Society.  2:554-557.  October  16,  1915. 

A  plea  that  the  individual  pupil  may  come  into  his  full  rights  in  our 
schools. 

Newcomb,  R.  S.  “Securing  the  maximum  amount  of  work  from 
every  pupil.”  Elementary  School  Journal.  25:376-379.  January, 
1925. 

Describes  a  six  weeks’  experiment  in  the  Training  School  of  the  East 
Central  State  Teachers  College  at  Ada,  Oklahoma.  The  seventh-  and 
eighth-grade  arithmetic  classes  were  given  definite  assignments  in  a 
regular  text  and  optional  assignments  in  a  supplementary  text  in  order 
to  determine  the  amount  of  extra  work  which  pupils  would  accomplish 
if  opportunity  were  offered.  Standard  tests  given  before  and  after  the 
experiment  proved  the  value  of  this  type  of  assignment  for  pupils  of 
every  range  of  ability. 

Norvelle,  L.  R.  “Consideration  of  individual  differences  in  class¬ 
room  instruction  in  beginning  courses.”  Quarterly  Journal  of 
Speech  Education.  8:53-60.  February,  1922. 

Parker,  S.  C.  “Adapting  class  instruction  to  differences  in  capacity.” 
(In  his  General  Methods  of  Teaching  in  Elementary  Schools. 
Boston,  Ginn  and  Company,  1919.  pp.  269-325.) 

Makes  clear  how  class  instruction  may  be  adapted  to  individuals  of 
different  capacity  by  suggesting  and  giving  examples  of  the  proper  schoolj 
treatment  of  these  types. 
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Parker,  S.  C.  “Adapting  class  instruction  to  differences  in  capa¬ 
city.”  (In  his  Methods  of  Teaching  in  High  Schools.  Boston, 
Ginn  and  Company,  1922.  pp.  362-390.) 

Discusses  the  Pueblo  plan,  the  sectioning  of  classes  according  to  abil¬ 
ity  of  pupil,  the  providing  of  special  supplementary  assignments  for  the 
fast  pupils,  and  the  Batavia  plan.  With  this  reference  consult  also  the 
author’s  Exercises,  pp.  E190-197. 

Parker,  S.  C.  “Adapting  instruction  to  differences  in  capacity.” 
Elementary  School  Journal.  25:20-30.  September,  1924. 

First  interprets  and  describes  with  practical  examples,  seven  types  of 
differentiated  teaching,  then  proceeds  to  discuss  the  history  and  theory 
of  group  instruction  versus  individual  instruction.  Concludes  that, 
ideally,  provision  for  both  is  necessary  and  that  it  should  be  proved  by 
scientific  studies  and  factual  investigations. 

Parkhurst,  Helen.  See  Section  B  of  this  part  of  the  bibliography. 

Parkinson,  W.  D.  “Individuality  and  social  adjustment  as  means 
and  ends  in  education.”  Education.  29:16-24,  104-112.  Septem¬ 
ber  and  October,  1908. 

Approves  of  a  combination  of  individual  and  class  instruction  and  of 
a  system  of  grading  which  is  so  flexible  that  readjustments  may  be  made 
whenever  logical. 

Perkins,  E.  V.  “The  individual  pupil.”  Journal  of  Education. 
83:234-235.  March  2,  1916. 

Urges  that  in  all  teaching  the  individual  pupil  should  be  the  pivot 
about  which  instruction  and  management  move. 

Pierce,  B.  L.  “An  experiment  in  individual  instruction  in  history.” 

Historical  Outlook.  10:86-87.  February,  1919. 

The  experiment  was  conducted  in  the  University  High  School  at  Iowa 
City  and  the  method  used  is  concisely  described.  Results  seem  to  justify 
individual  instruction  in  preference  to  class. 

Pratt,  Caroline,  ed.  Experimental  Practice  in  the  City  and  Country 

School.  New  York,  E.  P.  Dutton  and  Company,  1924.  302  pp. 

A  description  of  the  practices  and  methods  used  in  this  experimental 
school.  There  are  helpful  suggestions  for  those  who  are  interested  in 
understanding  child  nature  and  in  organizing  schools  to  function  more 
naturally. 

Richards,  A.  A.  “The  motivation  of  the  professional  course  in  the 
normal  school.”  School  and  Society.  11 :732-737.  June  19,  1920. 

Describes  an  experiment  in  which  prospective  teachers  were  stimu¬ 
lated  with  a  permanent  and  productive  interest  in  the  individual  differ¬ 
ences  of  children  and  their  proper  treatment. 
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Richards,  A.  A.  “The  psychology  of  superior  children.”  Pedagogical 
Seminary.  31:209-246.  September,  1924. 

A  study  based  chiefly  on  the  progress  rates  of  175  children  in  the 
training’  department  of  the  State  Teachers  College  at  San  Francisco  and 
on  special  case  studies  of  66  superior  children  of  the  same  school. 

Richards,  A.  A.  “Spelling  and  the  individual  system.”  School  and 
Society.  10:647-650.  November  29,  1919. 

The  plan  was  worked  out  in  the  San  Francisco  State  Normal  School 
and  is  possible  in  the  ordinary  schoolroom  without  any  unusual  mech- 
anism.  It  entailed  a  grading  of  the  children,  the  compilation  of  indi¬ 
vidual  lists,  and  a  method  of  individual  instruction. 

Ringer,  Edith.  “An  experiment  in  child-directed  education.”  Journal 
of  Educational  Method.  2:186-193.  January,  1923. 

Details  are  given  as  to  the  system  used  in  the  Training  School  of  the 
University  of  Southern  California.  In  many  ways  it  is  similar  to  that 
ot  Dr.  Burk.  Miss  Ringer  was  formerly  a  member  of  Burk’s  faculty. 

Rosier,  Joseph.  “The  graded  school;  its  strength  and  its  weakness.” 
Review  of  Education,  7 : 175-177.  December,  1901. 

While  an  ardent  advocate  of  greater  provision  for  individual  growth 
and  personal  effort,  the  author  believes  that  class  instruction  properly 
conducted  will  provide  for  it. 

Rowland,  S.  V.  “Individualized  instruction  in  Radnor  Township.” 
Eleventh  Annual  Schoolmen’s  Week  Proceedings.  Philadelphia, 
The  Press  of  the  University  of  Pennsylvania,  1924.  pp.  210-217. 
(University  of  Pennsylvania  Bulletin.  Vol.  24,  No.  38.  June 
7,  1924.) 

“  ‘Devices  permitting  more  individualized  instruction  are  grouped 
under  three  heads:  (1)  grading  and  classification  to  permit  more  indi¬ 
vidual  attention  and  more  homogeneous  grouping:  (2)  program  provi¬ 
sions  definitely  made  for  individual  instruction,  and  (3)  provision  in 
method  for  individual  instruction.’  ‘In  a  regular  graded  school  organiza¬ 
tion  much  individual  work  is  being  done,  and  teachers  and  principals  are 
putting  forth  efforts  to  make  it  worth  while  from  the  standpoint  of  the 
child.’  ” 

Samuels,  A.  A.  An  About-Face  in  Education.  San  Francisco,  Harr 
Wagner  Publishing  Company,  1924.  260  pp. 

An  interesting  experiment  has  been  carried  on  for  the  past  two  years 
at  the  Cucamonga,  California,  State  Demonstration  School.  The  book 
describes  the  educational  theory  and  practice  upon  which  the  school  is 
based.  All  activity  centers  about  the  individual  child  and  his  needs. 

Sanford,  M.  B.  “Maximum  and  minimum  lesson  assignments.” 
English  Leaflet.  22:9-12.  December,  1923. 
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The  author  has  found  this  scheme  to  work  very  satisfactorily  in  her 
English  classes  in  the  Holyoke,  Massachusetts,  High  School.  Each  pupil 
does  his  best. 

Schlockow,  Oswald.  “Individual  versus  class  instruction.”  New 

York  Teachers’  Monographs.  3:1-6.  December,  1900. 

While  the  author  argues  in  favor  of  the  superiority  of  class  instruc¬ 
tion,  he  believes  that  a  combination  of  both  systems  has  advantages. 

“A  school  program  framed  in  terms  of  children’s  needs.”  Lincoln, 

Nebr.,  School  Bulletin.  4:1,  2,  3.  February  25,  1924. 

The  article  consists  of  concise  statements  as  to  the  former  and  pres¬ 
ent  practices  of  dealing  with  individual  differences.  . 

Schorling,  Raleigh.  “The  problem  of  individual  differences  in  the 
teaching  of  secondary-school  mathematics.”  School  Review. 
23:535-549,  649-664.  October  and  December,  1915. 

A  study  based  on  the  results  of  a  questionnaire  sent  to  institutions 
offering  practice-teaching  courses.  The  article  presents  a  list  of  current 
practices  as  revealed  by  the  responses,  studies  the  validity  of  these  prac¬ 
tices,  and  discusses  in  detail  the  proper  technique  involved  in  dealing 
with  the  slow  and  fast  student. 

Search,  P.  W.  An  Ideal  School.  New  York,  D.  Appleton  and  Com¬ 
pany,  1901.  357  pp. 

One  of  the  best  discussions  of  the  Pueblo  plan  which  is  the  exponent  of 
an  almost  pure  type  of  individual  instruction. 

Search,  P.  W.  “Individual  teaching:  the  Pueblo  plan.”  Educational 

Review.  7:154-170.  February,  1894. 

A  detailed  description  of  the  principles,  methods,  and  results  of  the 
work  in  the  Pueblo  industrial  public  schools  of  Pueblo,  Colorado.  The 
fundamental  characteristic  of  the  plan  is  its  conservation  of  the  indi¬ 
vidual. 

Search,  P.  W.  “Individualism  in  mass  education.”  (In  National 
Education  Association.  Addresses  and  Proceedings,  1895.  pp. 
398-411.) 

Points  out  the  defects  of  the  graded  school  system  and  the  superiority 
of  the  school  of  individualism.  A  general  discussion  of  the  paper  fol¬ 
lows. 

Search,  P.  W.  “The  Pueblo  plan  of  individual  teaching.”  Educational 
Review.  8:84-85.  June,  1894. 

Supplements  the  author’s  article  of  February,  1894. 

Shaw,  L.  A.  “An  experiment  in  the  supervision  of  handwriting.” 
Detroit  Journal  of  Education.  2:57-59.  February,  1922. 

The  outcomes  of  the  experiment  were  that  supervision  pays  and  that 
it  is  most  effective  when  directed  to  those  in  special  need  of  assistance. 
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Siders,  W.  R.  “In  class  instruction,  how  can  the  individual  be 
reached?”  (In  National  Education  Association.  Addresses  and 
Proceedings,  1909.  pp.  175-182.) 

Advocates  a  judicious  use  of  whole-class,  group  and  individual  in¬ 
struction,  the  plan  in  use  in  the  Pocatello,  Idaho,  schools.  Reviews  sev¬ 
eral  other  plans. 

Smith,  J.  H.  “Individual  variations  in  arithmetic.”  Elementary 
School  Journal.  17:195-200.  November,  1916. 

A  study  of  three  types  of  drill  work  which  showed  that  the  type  which 
supplemented  class  drill  by  individual  help  at  the  points  of  weakness  as 
diagnosed  by  tests,  proved  the  most  efficient. 

Smith,  M.  H.  “Finding  the  individual.”  (In  National  Education 
Association.  Department  of  Elementary  School  Principals.  First 
Yearbook,  1922.  pp.  64-69.) 

A  very  careful  and  comprehensive  description  of  the  Sutherland  meth¬ 
od  of  individual  education  as  worked  out  and  used  in  the  Los  Angeles 
city  schools. 

Smith,  N.  B.  “Experiment  to  determine  the  effectiveness  of  prac¬ 
tice  test  flash  cards  in  primary  arithmetic.”  Detroit  Journal  of 
Education.  3:377-379.  April,  1923. 

Describes  an  experiment  whose  basic  aims  were  to  provide  each  pupil 
with  a  double  motive  for  participating  in  the  drill,  to  teach  him  the  pro¬ 
cedure  necessary  for  working  independently,  and  to  allow  individual  pro¬ 
gression  and  simultaneous  participation  in  drill. 

Smith,  N.  B.  “Experiment  to  determine  the  effectiveness  of  the  De¬ 
troit  standard  practice  tests  in  reading.”  Detroit  Journal  of 
Education.  2:48-52.  June,  1922. 

Proves  that  the  purposeful  self-teaching  method  of  reading  is  more 
effective  than  the  traditional  system.  Each  child  progressed  according 
to  his  individual  ability  and  purpose,  kept  his  individual  record  of  ad¬ 
vancement  and  appraised  his  own  results. 

Snyder,  Morton.  “The  individual  pupil  as  the  unit  of  supervision 

in  high  schools.”  School  Review.  28  :205-219.  March,  1920. 

Big  business  ideas  have  dominated  our  schools  too  long;  attention  must 
again  be  concentrated  on  the  individual  pupil.  Schools  must  be  so  ad¬ 
ministered  that  each  pupil  may  become  his  best.  Helpful  measures  are 
suggested. 

Spaulding,  F.  E.  “Unassigned  teacher  in  the  schools.”  School  Re¬ 
view.  15:201-216.  March,  1907. 

Describes  the  position  of  the  unassigned  teacher  and  the  meaning  and 
significance  of  her  work  as  practiced  in  the  Newton,  Massachusetts, 
schools. 
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Starch,  Daniel.  “Variation  in  human  capacities.”  (In  his  Educa¬ 
tional  Psychology.  New  York,  The  Macmillan  Company,  1919. 
pp.  26-48.) 

Shows  clearly  their  extent  and  nature,  how  they  may  be  measured 
and  represented,  and  how  schools  have  made  provision  for  them. 

Stoddard,  A.  J.  “Pupil  progress  by  the  individual  method.”  (In  Na¬ 
tional  Education  Association.  Addresses  and  Proceedings,  1923. 
p.  996.) 

Very  interesting  results  are  being  secured  in  those  schools  which  are 
attempting  to  develop  each  child  to  the  limit  of  his  native  ability,  by 
means  of  instructing  him  as  an  individual. 

Stormzand,  M.  J.  “The  trend  toward  individual  instruction  in  the 
public  schools.”  (In  his  Progressive  Methods  of  Teaching.  Bos¬ 
ton,  Houghton  Mifflin  Company,  1924.  pp.  351-363.) 

Points  out  that  much  of  the  individual  instruction  trend  is  an  inci¬ 
dental  by-product  of  movements  whose  aims  were  to  meet  other  needs. 

Struthers,  A.  B.  “Some  adjustments  to  varying  needs  of  pupils  in 
junior-high-school  administration.”  (In  California  High  School 
Teachers’  Association.  Committee  of  Fifteen.  Report  on  Second¬ 
ary  Education  in  California,  1923.  San  Francisco,  The  Associa¬ 
tion,  1924.  pp.  128-176.) 

“Presents  simple,  concrete  material  and  examples  of  how  solutions 
have  been  attempted”  in  the  McKinley  Junior  High  School,  Los  An¬ 
geles. 

Sutherland,  A.  H.  “Correcting  school  disabilities  in  reading.”  Ele¬ 
mentary  School  Journal.  23:37-42.  September,  1922. 

In  the  Los  Angeles  adjustment  rooms,  backward  children  were  taught 
reading  by  differentiating  it  into  thirteen  types  and  by  placing  each 
child  in  the  appropriate  type.  Practice  exercises  and  tests  were  used 
to  facilitate  the  acquiring  of  correct  reading  attitudes,  a  record  of  which 
was  kept  by  the  child  on  an  adjustment  progress  card.  The  experiment 
is  now  being  tried  in  regular  classes. 

Sutherland,  A.  H.  Handbook  for  Teachers  of  Adjustment  Rooms. 
Los  Angeles,  Calif.,  Department  of  Psychology  and  Educational 
Research,  Los  Angeles  City  Schools,  1922.  47  pp. 

Although  this  booklet  is  devised  for  the  use  of  teachers  of  dull,  nor¬ 
mal,  and  superbright  children  to  enable  them  to  catch  up  with  their 
mental  peers,  the  question  is  pertinently  raised  whether  the  same  meth¬ 
ods  of  specifically  directed  education  might  not  well  be  adopted  as  the 
regular  school  procedure. 
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Sutherland,  A.  H.  “Methods  of  individual  instruction  in  the  adjust¬ 
ment  rooms  of  Los  Angeles.”  (In  Terman,  L.  M.  and  others. 
intelligence  Tests  and  School  Reorganization.  Yonkers-on- 
Hudson,  N.  Y.,  World  Book  Company,  1923.  pp.  53-72.) 

wit't!1™,rniCUlUI?  is  studied  from  the  standpoint  of  the  individual  child 
h  special  application  to  the  adjustment  rooms  of  Los  Angeles. 

Swift,  E.  J.  Mind  m  the  Making.  New  York,  Charles  Scribner’s 
Sons,  1908.  pp.  253-255. 

suRs.her  experiments  with  the  Pueblo  plan  have  brought  favorable  re- 

Theisen,  W.  W.  “Provisions  for  individual  differences  in  the  teach¬ 
ing  of  reading.”  Journal  of  Educational  Research.  2:560-571. 
September,  1920. 

of^eidfnfTabfes3!^  °n  letterS  from  some  of  the  best  teachers 
individuaf  differences  ggeSt  &  Vanety  °f  measures  for  meeting 

Uhl,  W.  L.  “Use  of  standardized  materials  in  arithmetic  for  diag¬ 
nosing  pupil’s  methods  of  work.”  Elementary  School  Journal. 
18:215-218.  November,  1917. 

•nn-tw£Ugh  th®  USP°  of  su.ch1materials  teachers  are  enabled  to  deal  directlv 
vMual^chdd'has  need.  mecha™s  arithmetic  of  which  the  ind l 

Washburne,  C.  W.  “Breaking  the  lock-step  in  our  schools.”  School 
and  Society.  8:391-402.  October  5,  1918. 

Treats  of  the  meaning  of,  and  need  for,  individual  instruction  th* 
tl^be  met?  haVe  be6n  tried’  and  the  administrative  problems  which  have 

Washburne,  C.  W.  See  Section  D  of  this  part  of  the  bibliography. 

Wetzel,  W.  A.  “The  old  and  the  new  systems  of  education :  a  con¬ 
trast.”  Education.  33:503-512.  April,  1913. 

Pleads  for  more  individual  instruction  and  courses  of  «tnrNr  an  n 
ganized  and  taught  that  the  school  of  the  city  boy  may  assume Ihe  fnne" 
turns  of  the  school,  the  home,  and  the  neighborhood  of  the  country  boy 

“What  the  Batavia  system  is.”  Journal  of  Education.  99  -50  Januarv 
10,  1924.  * 

John  Kennedy  is  quoted  as  saying  that  the  Batavia  system  is  not  a 
method  of  individual  instruction,  but  a  remedial  agency.  ot  a 
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Willing,  M.  H.  “The  encouragement  of  individual  instruction  by 
means  of  standardized  tests.”  Journal  of  Educational  Research. 
1:193-198.  March,  1920. 

Standardized  tests  are  helpful  in  encouraging  individual  instruction 
by  furnishing  evidence  of  the  presence  and  extent  of  individual  differ¬ 
ences,  by  defining  the  exact  nature  of  the  differences,  and  by  permitting 
the  establishment  of  standards  for  individual  accomplishment. 

Young,  J.  W.  A.  “The  individual  mode.”  (In  his  The  Teaching  of 

Mathematics  in  the  Elementary  and  Secondary  School.  New 

York,  Longmans,  Green  and  Company,  1907.  pp.  81-86.) 

Offers  a  mode  for  meeting  individual  differences.  The  discussions  and 
experiments  are  worthy  of  study. 

Zirbes,  Laura.  “Diagnostic  measurement  as  a  basis  for  procedure.” 

Elementary  School  Journal.  18:505-522.  March,  1918. 

A  report  of  an  experiment  to  improve  reading  by  individual  instruc¬ 
tion.  The  procedure  was  initiated  by  the  use  of  standard  tests  and 
scales,  followed  by  individual  remedial  lessons.  Graphic  records  of  actual 
measurements  of  improvement  are  included. 


B.  THE  DALTON  PLAN 

Bassett,  Rosa.  Dalton  Plan  Assignments.  London,  G.  Bell  and  Sons, 
1922.  2  Vols. 

“The  first  volume  deals  with  English,  geography,  and  history,  the 
second  volume  with  mathematics  and  science.  In  both  volumes  a  com¬ 
plete  syllabus  is  given  with  assignments  and  tests.” 

Bell,  G.  F.  “The  Dalton  method.”  The  School,  Toronto.  12:40-42. 
September,  1923. 

Describes  an  experiment  with  the  Dalton  plan  in  the  lower  forms  at 
Upper  Canada  College.  Typical  assignments  are  included. 

Cole,  P.  R.  “An  elementary  school  on  the  Dalton  plan.”  Schooling, 

Sydney,  N.  S.  W.  6:170-176.  August,  1923. 

A  description  of  the  Dalton  plan  in  operation  at  West  Green  School, 
Tottenham,  in  the  north  of  London.  Detailed  assignment  in  geography 
is  included. 

Cook,  E.  J.  “The  Dalton  plan  for  younger  children.”  Teachers  World, 
London.  32:12,  134,  226,  346,  440,  557,  636.  October  1,  15,  29; 
November  12,  26;  December  10,  24,  1924. 

A  series  of  articles  showing  how  the  author  adapted  the  Dalton  plan 
to  children  below  the  fourth  grade.  Her  recommendations  are  based  on 
experiments  conducted  in  her  own  school. 
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Cook,  E.  J.  ‘The  sub-Dalton  plan.”  Times  ( London )  Educational 
Supplement.  No.  447,  p.  499.  November  10,  1923. 

An  account  of  the  working  of  the  Dalton  plan  as  applied  to  younger 
cnilaren  than  the  plan  usually  includes.  The  experiment  was  tried  out 
m  the  St.  Martin’s  Girls’  School,  Dover,  England. 


Corson,  H.  K.  “The  Dalton  plan.”  Popular  Educator.  41:430-431. 
April,  1924. 

The  way  the  plan  operates  in  the  Dalton,  Massachusetts,  High  School. 

Cumberbirch,  C.  T.  “The  Dalton  plan.”  Journal  of  Education  and 
School  World,  London.  54:709-711.  November,  1922. 

Asserts  that  the  Dalton  plan  was  introduced  into  England  at  the  psy¬ 
chological  moment,  i.  e.,  when  the  teachers  were  weary  of  the  weaknesses 
of  class  teaching  and  were  seeking  some  remedy.  Gives  a  detailed  ac¬ 
count  of  how  the  city  of  Hull  adapted  the  new  plan  to  meet  its  own  needs. 


The  Dalton  plan  in  primary  schools.” Times  ( London )  Educational 

Supplement.  No.  465,  p.  116.  March  15,  1924. 

Brief  report  of  the  addresses  given  in  connection  with  the  Conference 
on  the  Dalton  plan  in  the  elementary  school. 


Dean,  N.  G.  “The  teaching  of  English  under  the  Dalton  plan.”  Nezv 
Era.  4:159-164.  April,  1923. 

As  English  is  taught  in  the  Leeds  Kirkstall  Road  School,  with  speci¬ 
men  assignments. 


Dewey,  Evelyn.  The  Dalton  Laboratory  Plan.  New  York,  E.  P. 

Dutton  and  Company,  1922.  173  pp. 

This  plan  attempts  to  provide  proper  instruction  for  each  individual 
pupil,  beginning  with  the  fourth  grade  and  extending  through  the  high 
school.  The  author  describes  in  great  detail  the  experiment  as  tried  In 
the  high  school  at  Dalton,  Massachusetts,  in  the  Streatham  County  Sec¬ 
ondary  School,  England,  and  in  the  Children’s  University  School.  New 
York  City. 


Diels,  P.  A.  “Dutch  view  of  the  Dalton  plan.”  School  Life.  9:198. 
May,  1924. 

A  Dutch  delegation  sent  to  England  to  study  the  practical  working  of 
the  Dalton  schools,  make  a  report  favoring  the  introduction  of  the  plan 
in  Holland. 


Douglas,  Lucile.  “Teaching  English  on  the  Dalton  plan.”  English 
Journal.  13:335-340.  May,  1924. 

Explains  how  English  literature  and  composition  may  be  taught  suc¬ 
cessfully  by  this  method.  Considerable  attention  is  paid  to  the  plan  it¬ 
self.  * 


306 


THE  TWENTY-FOURTH  YEARBOOK 


Eades,  John.  “The  Dalton  plan.”  New  Era.  4:222-224.  October, 
1923. 

An  explanation  of  the  Dalton  plan,  stating  its  fundamental  principles, 
how  it  is  administered,  and  its  advantages. 

Eades,  John.  “The  Leeds  Dalton  plan.”  Progressive  Education. 
1 :21-23.  April,  1924. 

An  account  of  how  the  Dalton  plan  has  been  adjusted  to  an  English 
elementary  school. 

Frost,  Stanley.  “A  school  where  they  hate  to  quit.”  Collier’s. 
71 :5-6.  February  3,  1923. 

A  popular  type  of  article  on  the  Dalton  plan  as  it  is  carried  out  in 
the  Dalton,  Massachusetts,  High  School. 

Harvey,  M.  G.  “The  Dalton  laboratory  plan  in  English  literature.” 

The  School,  Toronto.  12:104-108.  October,  1923. 

An  experiment  in  teaching  English  literature,  with  a  three  weeks’  as¬ 
signment  on  Cowper’s  poems  included,  showing  variations  for  pupils  of 
different  abilities.  Although  it  was  first  planned  to  have  one  conference 
or  lecture  lesson  to  every  three  laboratory  periods,  more  meetings  were 
found  advisable,  since  reading  aloud  assisted  in  interpretation. 

Jackman,  Ernest.  “The  Dalton  high  school.”  Progressive  Educa¬ 
tion.  1:19-20.  April,  1924. 

Answers  four  questions  as  to  whether  certain  assumed  essentials  are 
acquired  along  with  the  advantages  of  this  mode  of  administration.  The 
Dalton  High  School  is  the  touchstone. 

Jackman,  Ernest.  “The  Dalton  plan.”  School  Review.  28:688-696. 
November,  1920. 

The  distinctive  features  which  characterize  the  Dalton  plan  as  it  op¬ 
erates  in  the  Dalton,  Massachusetts,  High  School  are:  (1)  monthly  as¬ 
signments,  (2)  freedom  of  study,  (3)  freedom  of  progress,  (4)  indi¬ 
vidual  instruction,  and  (5)  group  creativeness.  The  article  describes 
each  of  these  features. 

Kimmins,  C.  W.  “The  Dalton  plan.”  Journal  of  Education  and  School 
World,  London.  55:91-93.  February,  1923. 

A  clear  and  concise  statement  of  the  claims  made  for  the  Dalton  plan. 
Emphasis  is  placed  on  (1)  the  working  of  the  plan,  (2)  the  position  of 
the  teacher  under  this  plan,  (3)  subnormal  and  supernormal  children, 
and  (4)  the  advantages  of  the  plan. 

Lima,  Agnes  de.  “The  Dalton  plan.”  New  Republic.  37:308-309. 
February  13,  1924. 

The  distinctive  features  of  the  plan  are  explained  for  the  general 
reader.  States  that  the  plan  has  been  adopted  in  many  countries. 
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LyNCH  A.  J.  “Arithmetic  under  the  Dalton  plan.”  New  Era.  4:389- 
192.  July,  1928. 

Description  of  an  actual  experiment. 

LYN(S'.,A‘  J‘  Individual  Work  and  the  Dalton  Plan.  London,  George 
Philip  and  Son,  1924.  264  pp. 

divS’wornS'fp&^l^  W°rking  °f  ‘he  Dalt0" 

Marshall,  F.  M.  “The  Dalton  plan  at  Manhattan  trade  school  (or 
girls.  Journal  of  Education.  99:608-609  May  29  1924 

“’J"  L‘  “Teachin2  children  to  teach  themselves.”  World’s 
Work.  44:410-414.  August,  1922. 

An  informal  exposition  of  the  Dalton  laboratory  plan. 

0  Shea,  M.  V.  “Educational  pioneering.”  Saturday  Evening  Post 
195:69.  January  20,  1923. 


School  Topics. 


“Over-age  pupils  at  Waring  try  the  Dalton  plan.' 

6:1,4.  November  15,  1923. 

pupil  keeps  his  own  graph  to  show  his  accomplishrnents  a  + 

Parkhurst,  Helen.  “The  children’s  university  school.”  School  and 
Home.  7:17-24.  January,  1924. 

Explains  how  work  is  accomplished  in  the  school  where  the  DaU-er, 
plan  originated.  It  is  a  new  way  of  school  living.  ™  DaIton 


Parkhurst,  Helen.  “The  Dalton  laboratory  plan.”  Journal  of  Edu¬ 
cation  and  School  World,  London.  53:694-696.  November  1921 

.  discusses  the  plan  under  the  following  captions-  the  m-H, 

ciples  of  the  plan;  the  plan  itself;  organization  of  Rework  the  Sme‘ 
table;  interaction  of  groups;  and  the  assignment.  ’  * 

Parkhurst,  Helen.  “The  Dalton  laboratory  plan.”  Progressive 
Education.  1:14-18.  April,  1924. 

A  clear  and  interesting  presentation  of  this  plan. 
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Parkhurst,  Helen.  “The  Dalton  laboratory  plan.”  Journal  of  Edu¬ 
cation  and  School  World,  London.  53:694-696.  November,  1921. 

The  Dalton  plan  demands  that  the  instructors  shall  outline  the  work 
of  the  year  (the  curriculum  of  projects),  so  that  each  pupil  may  know 
and  understand  the  scope  and  nature  of  the  work  that  he  is  expected  to 
accomplish. 

Parkhurst,  Helen.  “The  Dalton  plan.”  Times  ( London )  Educa¬ 
tional  Supplement.  11:297-298,  315-316,  321-322,  333-334,  347, 
357-358.  July  2,  9,  16,  23,  30,  and  August  6,  1921. 

A  series  of  six  articles  in  which  the  Dalton  laboratory  plan  is  de¬ 
scribed.  A  brief  history  of  this  scheme  is  included. 

Parkhurst,  Helen.  Education  on  the  Dalton  Plan.  New  York,  E.  P. 
Dutton  and  Company,  1922.  278  pp. 

The  plan  is  explained  with  careful  detail  by  its  founder.  She  in¬ 
cludes  a  concrete  example  of  the  plan  in  practice  and  sample  assign¬ 
ments,  together  with  a  graph  method  of  recording  progress.  The  best 
account  of  the  subject  which  has  yet  appeared. 

Prouty,  C.  E.  “The  Dalton  laboratory  plan.”  Boston  Teachers  News 
Letter.  12:24-26.  January,  1924;  12:12-16,  25,  27,  29.  March, 
1924. 

A  description  of  the  main  features  of  the  Dalton  plan,  followed  by  an 
account  of  how  it  was  adapted  to  an  eighth-grade  class  in  English  in 
the  Samuel  Adams  School,  Boston. 

Prouty,  C.  E.  “An  experiment  in  the  use  of  the  Dalton  laboratory 
plan.”  Elementary  School  Journal.  24:599-607,  679-691.  April 
and  Mav.  1924. 

This  article  is  quite  similar  to  the  preceding  one. 

Radcliffe,  J.  A.  “Classroom  organization ;  the  Dalton  plan  and  com¬ 
petition.”  Educational  Times,  London,  n.  s.  5:192-193.  May, 
1923. 

An  organization  which  divides  a  class  both  horizontally  and  vertically 
in  order  to  stimulate  competition  while  taking  care  of  the  individual. 

Riblet,  M.  V.  “A  modified  Dalton  plan.”  Bulletin  of  the  New  York 
Society  for  the  Experimental  Study  of  Education.  6:1-2.  De¬ 
cember,  1924. 

In  the  Bryant  High  School  of  New  York  City,  the  Dalton  plan  was 
modified  for  use  with  the  lowest  third  in  9A.  Results  have  justified  the 
procedure. 
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Rose,  Kate.  “The  Dalton  plan.’ 
439.  November  22,  1922. 


Teachers  World,  London.  28:431, 


ha?ennn^Lih^W  ?-e  ?lan  was  successfully  operated  in  a  school  which 
books  p  1  subJect  rooms,  specialist  teachers,  or  large  supplies  of 


Stent,  E.  C.  “Schoolcraft.”  Education  Outlook,  London.  76:147-148. 
April,  1924. 

th^Dilton^lim  description  of  how  French  may  ^  taught  according  to 


Stokes,  R.  M.  “The  pursuit  of  knowledge  under  the  Dalton  plan.” 
Emerson  Quarterly.  4:17-18.  March,  1924. 

MaASilu1?ti?KghhSch'Sl'!'  by  a”  inslnKt°r  “  Etorfish  to  «">  Dalton, 

Taylor,  J.  S.  “An  experiment  with  the  Dalton  plan.”  Bulletin  of 
High  Points.  6 :24-28.  October,  1924. 

This  interesting  experiment  was  conducted  by  the  English  Denart 
ment  of  the  Girls  Commercial  High  School  in  Brooklyn  g  Shows Phow 

rinUre£tr'n£hbon”ear'Dalt0niZet''  While  the  rest  of  the  c0“ses  *° 


Underhill,  R.  I.  “The  Scarsdale  application  of  the  Dalton  plan  of 
individual  instruction.”  School  Review.  33:48-56.  January 
1925. 


An  excellent  description  of  the  way  the  Dalton  plan  was  introduced 
into  the  schools  of  Scarsdale,  New  York,  and  of  what  modifications  were 
necessary  to  meet  the  problems  which  arose.  The  ensuing  beneficial 
results  commend  the  plan. 


Washburne,  c.  W.  Progressive  Tendencies  in  European  Education. 
Washington,  Government  Printing  Office,  1923.  pp.  13-19. 
(U.  S.  Bureau  of  Education.  Bulletin,  1923,  No.  37.) 

Describes  the  Dalton  plan,  the  Bedales  plan,  and  the  Mackinder 
methods  of  individual  instruction. 


Wolstencroft,  H.  P.  “The  Dalton  plan;  a  record  of  a  year’s  ex¬ 
perience  in  an  English  school.  Educational  Times,  London,  n.  s, 
3:461-462.  October,  1921. 


.  “Says  that  the  plan  has  the  advantage  of  being  applicable  to  any  cur¬ 
riculum  and  that  it  has  resulted  in  better  work,  greater  progress  in 
creased  interest,  fuller  scope,  and  the  growth  of  self-reliance  and  a  feel 
ing  of  responsibility  among  the  pupils.” 
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C.  THE  DECROLY  METHOD  2 

Dalhem,  Louis.  Contribution  de  V Introduction  de  la  Methode  De- 
croly  a  I’Ecole  Primaire.  Brussels,  Belgium,  Maurice  Lamertin. 

Decroly,  Ovide  and  Monchamp,  Mlle.  L’ Initiation  a  VActivite  par 
les  Jeux  Educatifs.  Neuchatel,  Switzerland,  Delachaux  and 
Niestle,  1922.  152  pp. 

Decroly,  Ovide.  “Methods  of  individual  instruction  and  educational 
games.”  Progressive  Education.  1 :24-28.  April,  1924. 

Several  types  of  individual  instruction  are  discussed,  followed  by  a 
more  elaborate  account  of  the  kinds  of  educational  games  which  have 
been  used  “to  supply  each  child  with  material  that  will  interest  him, 
and  instruct  him,  cause  him  to  concentrate  his  attention,  to  reason,  and 
to  act  by  utilizing  his  play  impulse.” 

Decroly,  Ovide  and  Boon,  G.  Vers  I’Ecole  Renovee.  Brussels,  Bel¬ 
gium,  Office  de  Publicite. 

Deschamp,  Jeanne.  L’ Auto-Education  a  I’Ecole.  Brussels,  Belgium, 
Maurice  Lamertin.  (In  preparation.) 

Hamaide,  Amelie.  “The  Decroly  method.”  Progressive  Education. 
1 :29-32.  April,  1924. 

Presents  the  formulae  of  educational  truth  which  led  Dr.  Decroly  to 
inaugurate  a  method  of  individual  instruction.  This  method  is  described 
distinctly  and  intelligibly  by  his  collaborator. 

Hamaide,  Amelie.  La  Methode  Decroly.  Neuchatel,  Switzerland, 
Delachaux  and  Niestle,  1922.  208  pp. 

“Outlines  the  history  of  Decroly’s  work,  and  discuss  the  principles 
underlying  his  scheme  for  a  more  effective  type  of  education  in  the  ele¬ 
mentary  schools.” 

This  book  has  been  translated  into  English  by  J.  L.  Hunt.  It  is  pub¬ 
lished  by  E.  P.  Dutton  and  Company  of  New  York  under  the  title  The 
Decroly  Class.  It  contains  318  pages. 

Hunt,  J.  L.  “Individual  progress  in  the  Decroly  school.”  Progressive 
Education.  1:33-34.  April,  1924. 

“The  more  important  provisions  for  individual  progress  concern  the 
enrichment  of  individual  experience  under  the  conditions  offered  by  a 
flexible  curriculum,  a  socialized  environment,  and  a  program  of  subject 
matter  based  on  fundamental  interests  of  childhood.” 


2  Certain  citations  in  this  section  are  regrettably  incomplete  since  ade¬ 
quate  bibliographical  sources  were  not  available  to  the  compiler. 
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WAS—’  C'  W-  Progressive  Tendencies  in  European  Education . 
Washington,  Government  Printing  Office,  1923.  pp.  19-20. 
(U.  S.  Bureau  of  Education.  Bulletin,  1923,  No  37 ) 


D.  THE  WINNETKA  PLAN 

Alshouse  H.  S.  “Individualization  of  instruction.”  Eighth  Annual 
Schoolmen’s  Week  Proceedings.  Philadelphia,  Press  of  the  Uni¬ 
versity  of  Pennsylvania,  1921.  pp.  235-237.  (University  of 
Pennsylvania  Bulletin.  Vol.  21,  No.  37.  June  18,  1921.) 

sv^Lm^f  In/®  i°f  a  successful  experiment  in  adapting  the  Winnetka 

IV  vSl  of  w  n-  instJ'uctl0a  to  the  teaching  of  arithmetic  in  Grades 
IV- VIII  of  the  Williamsburg,  Pennsylvania,  schools.  vrraaes 

Beatty,  W.  W.  “Individual  instruction  in  the  Winnetka  Public 
Schools.”  Eleventh  Annual  Schoolmen’s  Week  Proceedings. 
Philadelphia,  The  Press  of  the  University  of  Pennsylvania, 
1924.  pp.  194-200.  (University  of  Pennsylvania  Bulletin  Vol 
24,  No.  38.  June  7,  1924.) 

piSt^  technique  in  clear,  conversational  language, 
romts  out  the  fact  that  social  discussions  and  group  activities  oppiitw 

place , in /he  Winnetka  plan.  States  that?  old  grade  promotion 
must  go,  content  of  courses  is  going  to  be  more  accurately  defined 
oughness  of  children's  work  is  going  to  be 

HdnA  we  heH J  new  race  ®f  textbooks  is  going  to  be  developed.  ‘These 
things  we  believe  are  coming  as  inevitably  as  tomorrow’s  dawn.’  ” 

Carswell,  Marion  and  Beatty  W.  W.  “Reading  and  language  in 
the  Winnetka  public  schools.”  (In  National  Education  Associa¬ 
tion.  Department  of  Elementary  School  Principals.  Second 
Yearbook,  pp.  313-329.  Bulletin,  Vol.  2,  No.  4.  July,  1923.) 

guage,eSCriPti°n  °f  the  individual  astern  of  teaching  reading  and  lan- 


Garver,  F.  M.  “The  values  and  the  limitations  of  individualized  in¬ 
struction.”  Eleventh  Annual  Schoolmen’s  Week  Proceedings. 
Philadelphia,  The  Press  of  the  University  of  Pennsylvania,  1924. 
pp.  200-206.  (University  of  Pennsylvania  Bulletin.  Vol.  24  No. 
38.  June  7,  1924.) 


A  critical  analysis  of  the  Winnetka  plan,  pointing  out  both  its  dan 
isJ.aIue;  The  fact  that  the  Winnetka  plan  has  been  in  operS- 
lon  in  a  public  school  system  for  a  number  of  years  and  that  the  school 
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officials,  teachers,  and  citizens  are  well  satisfied  that  it  works  effectively 
is  of  tremendous  significance  for  public  education.’  _  ‘Its  two  chief  de¬ 
fects,  first,  that  of  not  allowing  for  sufficient  individual  motivation  in 
the  acquisition  of  the  essential  skills  in  the  so-called  tool  subjects,  and 
second,  of  not  being  efficiently  applicable  to  the  study  of  the  social  sub¬ 
jects,  should  be  corrected.’  ” 

Horn,  J.  L.  “The  individual  system.”  (In  his  The  American  Elemen¬ 
tary  School.  New  York,  The  Century  Company,  1923,  p.  254.) 

A  very  brief  description  of  the  systems  in  operation  in  the  San  Fran¬ 
cisco  State  Teachers  College  and  in  the  city  schools  of  Winnetka,  Illinois. 

Mohr,  Louise  and  Washburne,  C.  W.  “The  Winnetka  social- 

science  investigation.”  Elementary  School  Journal.  23:267-275; 

489-491 ;  646-647.  December,  1922,  May  and  March,  1923. 

The  social-science  teachers  of  the  school  formed  a  seminar  group  to 
find  out  by  statistical  study  just  what  items  in  history  and  geography 
should  be  known.  The  courses  of  study  and  tests,  based  on  this  research, 
are  scientifically  fitted  to  the  children  who  use  them.  Dr.  W.  S.  Monroe 
asks:  “What  are  scientific  methods?”  The  authors  reply. 

Pendleton,  Charles  and  Washburne,  C.  W.  “The  fact  basis  of 
a  history,  geography,  and  civics  curriculum.”  Journal  of  Edu¬ 
cational  Research.  8:233-238.  October,  1923. 

A  brief  article  on  the  method  used  by  the  Winnetka  research  group 
to  determine  what  essential  facts  should  be  taught  in  history,  geography, 
and  civics. 

Reese,  M.  M.  “The  study  of  mathematics  under  the  individual  sys¬ 
tem.”  Mathematics  Teacher.  15:460-466.  December,  1922. 

An  account  of  what  is  studied  in  each  grade,  together  with  the  method 
of  individual  work.  For  cooperative  work,  the  pupils  carry  on  the  busi¬ 
ness  of  the  Skokie  Finance  Corporation. 

Vogel,  Mabel,  Jaycox,  Emma,  and  Washburne,  C.  W.  “A  basic 
list  of  phonics  for  Grades  I  and  II.”  Elementary  School  Journal. 
23:436-443.  February,  1923. 

A  group  of  primary  teachers  in  the  Winnetka  public  schools  made 
three  separate  studies  to  determine  what  phonograms  should  be  taught 
in  Grades  I  and  II. 

Washburne,  C.  W.  “The  attainments  of  gifted  children  under  in¬ 
dividual  instruction.”  Twenty-Third  Yearbook  of  this  Society. 
Bloomington,  Ill.,  Public  School  Publishing  Company,  1924. 
Part  I,  pp.  247-261. 

This  is  a  preliminary  report  of  the  investigation  made  under  a  sub¬ 
vention  of  the  Commonwealth  Fund.  In  form  it  is  a  statistical  study  of 
the  effects  of  individual  instruction  as  carried  on  in  Winnetka. 
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Washburne,  C.  W.  “Basic  facts  needed  in  history  and  geography : 
a  statistical  investigation."  Twenty-Second  Yearbook  of  this 
Society.  Bloomington,  Ill.  Public  School  Publishing  Company 
1923.  Part  II.  pp.  216-233. 


Sc,ience  Seminar  scientifically  de- 
pupfis  to  know  St0ry  and  geos'raPhy  were  essential  for 


ASHBURNE,  C.  W.  “Building  a  fact  course  in  history  and  geog¬ 
raphy.”  Twenty-Second  Yearbook  of  this  Society.  Bloomington, 
Ill.  Public  School  Publishing  Company,  1923.  Part  II,  pp.  99-110.’ 

An  account  of  how  the  Winnetka  course  was  constructed  after  the 
relative  .mportanee  of  persons,  places,  and  evenT  had  been  decidS 


Washburne,  C.  W.  Common  Science.  Yonkers-on-Hudson,  N.  Y 
World  Book  Company,  1920.  390  pp. 

A  textbook  whose  subject  matter  was  determined  by  a  statistical  stiulv 

EspegciaUydhelpfS  i»‘  tadSd  reWritt“  “d 

Washburne,  C.  W.  “A  democratized  school  system.”  American 
School  Board  Journal.  62:42-43.  March,  1921. 

The  Winnetka  system  secures  democratization  through  (1)  nunil  self 
government,  (2)  flexibility  of  program  and  method,  (3)  teacher  partict 
pation  in  selecting  textbooks  and  organizing  courses  of  study  and  111 
salary  schedule  committee  of  teachers.  study,  and  (4) 


Washburne,  C.  W.  “Description  of  a  unit  of  work  as  carried  out 
in  the  Winnetka  public  schools,  emphasizing  individual  respon¬ 
sibilities.”  Journal  of  Rural  Education.  3:362-363.  April,  1924 
himseSliaCt  °f  ^  address'  Describes  how  each  child  learns  by  teaching 


Washburne,  C.  W.  “Educational  measurements  as  a  key  to  individ¬ 
ual  instruction  and  promotions.”  Journal  of  Educational  Re¬ 
search.  5:195-206.  March,  1922. 

ka?il°linois!iescbhootlsaCCOUntS  °f  ^  individual  system  u*ed  in  the  Winnet- 

Washburne,  C.  W.  “Fitting  the  curriculum  to  individual  children  ” 
New  Republic,  Special  Educational  Section.  Vol  40  Part  9 
pp.  10-11.  November  12,  1924.  ’ 
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•  ^  Winnetka,  Illinois,  schools  the  curriculum  provides  for  the  in¬ 
dividual  differences  of  pupils  (1)  by  requiring  of  each  the  mastery  of 
certain  essential  knowledges  and  skills  at  his  own  rate  of  progress  and 
(2)  by  providing  for  each  child  self-expression  and  the  opportunity  to 
contribute  to  the  group  something  of  his  own  special  interests  and 
abilities. 

Washburne,  C.  W.  “Goal  books  in  the  Winnetka  schools.”  American 
School  Board  Journal.  63 :32.  December,  1921. 

“Goal  books  contain  a  definite  outline  of  the  exact  units  of  work  to  be 
accomplished  in  each  grade.”  When  a  goal  is  reached,  an  ‘0.  K.'  is  re¬ 
corded  opposite  it.  Parents  examine  the  books  monthly. 

Washburne,  C.  W.  Individual  Arithmetics.  Yonkers-on-Hudson, 
N.  Y.,  World  Book  Company.  (In  press.) 

“These  are  self-instruction  books  in  arithmetic,  published  for  use  in 
connection  with  the  Winnetka  plan  of  individualized  work  and  follow¬ 
ing  the  general  recommendations  made  in  Section  V  of  this  Yearbook.’’ 

Washburne,  C.  W.  “Individual  instruction  in  the  Winnetka  schools : 
answers  to  questions.”  Chicago  Schools  Journal,  3:271-275. 
March,  1923;  also  in  Detroit  Journal  of  Education.  3:53-56. 
October,  1922. 

The  essential  features  of  this  system  are  pointedly  explained  by  means 
of  the  question  and  answer  method. 


Washburne,  C.  W.  Individual  Speller  and  Teacher’s  Manual. 

Yonkers-on-Hudson,  N.  Y.,  World  Book  Company,  1924.  83  pp. 

The  word  list  which  is  used  in  the  teaching  of  spelling  in  the  Winnetka 
schools  and  the  manual  describing  how  it  is  done. 


Washburne,  C.  W.  “The  individual  system  in  Winnetka.”  Elemen¬ 
tary  School  Journal.  21:52-68.  September,  1920. 

Plan  permits  promotion  by  subject  whenever  a  pupil  has  com¬ 
pleted  the  work  definitely  assigned  up  to  a  particular  goal.  The  work 
is  measured  by  complete  and  diagnostic  tests  and  consists  mainly  in  the 
use  of  practice  material.  Sufficient  social  activities  are  offered  to  coun¬ 
teract  the  individual  work.  The  results  of  the  first  year  of  operation 
were  very  satisfactory.  J  opeiauon 

Washburne,  C.  W.  “Individualized  instruction  in  public  schools.” 
Normal  Instructor  and  Primary  Plans.  30:19-20  64-66  Mav 
1921.  '  ^ 


States  briefly  the  general  principles  underlying 
and  discusses  extensively  the  individualization  of 
in  particular.  The  entire  address  may  be  found 


individual  instruction 
reading  and  spelling 
m  the  Journal  of  the 
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^j^y-Seventh  Annual  Meeting  of  the  Illinois  State  Teachers  Association, 
1920,  undex  the  title  “Can  public  schools  be  fitted  to  the  individual 
pupil? 

Washburne,  C.  W.  “Merits  of  the  individual  plan  of  instruction.” 
School  Life.  9:179.  April,  1924;  also  in  School  Topics,  Cleveland 
Ohio.  6:1,  3.  April  30,  1924;  and  in  Journal  of  Education.  99: 
314.  March  20,  1924. 

Abstract  of  address  before  the  Educational  Research  Association,  Feb¬ 
ruary  28,  1924.  Briefly  lists  some  of  the  questions  which  the  Common¬ 
wealth  Fund  investigation  will  undertake  to  answer. 

Washburne,  C.  W.  “Motives  and  goals  in  education.”  Jour.ial  of 
Education.  96 :92-94.  August  10,  1922. 

Goals,  to  be  effective,  should  be  inherent  in  the  work,  definite,  attrac¬ 
tive,  and  near.  In  Winnetka,  the  course  of  study  is  re-phrased  in  terms 
of  goals  to  be  achieved  in  each  subject. 

Washburne,  C.  W.  “Should  a  school  keep  a  child  back?  The  new 
individual  instruction  as  told  to  John  Amid.”  Collier’s.  72:11-12. 
November  24,  1923. 

A  popular  account  of  the  Winnetka  plan,  its  origin,  development  and 
present  status.  Written  for  fathers  and  mothers. 


Washburne,  C.  W.  “A  spelling  curriculum  based  on  research.” 
Elementary  School  Journal.  23:751-762.  June,  1923. 

A  study  of  the  preparation  of  appropriate  lists  of  words  for  Grades 
III  to  VI  inclusive,  two  lists  for  each  grade.  The  individual  method  of 
teaching  these  is  fully  described. 

Washburne,  C.  W.  “Teaching  in  terms  of  the  individual  child.” 
Journal  of  Rural  Education.  3:206-213.  January,  1924. 

A  description  of  various  European  schools  in  which  methods  of  indi¬ 
vidual  instruction  are  used. 


Washburne,  C.  W.  “The  Winnetka  fact-course  in  social  science.” 
Historical  Outlook.  25:362.  November,  1924. 

A  communication  in  which  the  author  answers  certain  questions  which 
have  been  raised  in  regard  to  the  Winnetka  experiment. 

Washburne,  C.  W.  “The  Winnetka  plan.”  Educational  Research 
Bulletin,  Ohio  State  University.  3:211-213.  September  3,  1924. 

A  letter  in  which  attention  is  called  to  the  amount  of  socialized  work 
done  in  Winnetka  schools. 
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Washburne,  C.  W.  “The  Winnetka  plan  of  individual  work.”  Teach¬ 
ers  World,  London.  28;  612,  648.  December  20  and  27,  1922. 

A  comparative  study  of  the  Dalton  and  Winnetka  plans. 


Washburne,  C.  W.  “The  Winnetka  system.”  Progressive  Education. 
1:11-13.  April,  1924. 


development  ^hrLlh^3  of.this  sJstem  are  to  give  each  child  complete 
development  thiough  a  mastery  of  common  essentials,  the  opportunity 

o?gdanismatlVe  W°rk’  and  tlie  reahzatlon  that  he  is  a  member  o/the  social 


Part  II.  Classification,  Ability  Grouping,  and 
Promotion  Plans  3 

Odell,  C.  W.  An  Annotated  Bibliography  Dealing  with  the  Classifi¬ 
cation  and  Instruction  of  Pupils  to  Provide  for  Individual  Dif¬ 
ferences.  Urbana,  Ill.,  University  of  Illinois,  1923.  50  pp.  (Uni¬ 
versity  of  Illinois  Bulletin.  Vol.  21,  No.  12.  November  19,  1923. 
Bureau  of  Educational  Research,  College  of  Education  Bulle¬ 
tin,  No.  16.) 

The  best  and  most  complete  bibliography  which  has  yet  appeared  on 
the.  classification,  promotion,  and  grouping  of  pupils  to  provide  for  in¬ 
dividual  differences.  The  following  entries  will  supplement  this  bibliog¬ 
raphy  and  bring  it  up-to-date.  None  of  its  346  titles  will  be  duplicated. 

Ashbaugh,  E.  J.  “Homogeneous  or  non-homogeneous  grouping.” 

Journal  of  Educational  Research.  9:241-245.  March,  1924. 

n^n  in  which  the  two  types  of  grouping  are  discussed.  The 

alleged  undesirable  features  of  ability  grouping  and  the  proposed  rem¬ 
edy  are  carefully  examined. 


Austin,  C.  M.  “An  experiment  in  testing  and  classifying  pupils  in 
beginning  algebra.”  Proceedings  of  the  High  School  Conference. 
Urbana,  Ill.,  University  of  Illinois,  1923.  pp.  294-302.  (Univer¬ 
sity  of  Illinois  Bulletin.  Vol.  21,  No.  25.  February  18,  1924.) 

An  account  of  an  experiment  the  purpose  of  which  was  to  show  if 
some  relation  could  be  discovered  between  general  intelligence  as  re¬ 
vealed  by  the  Otis  test  and  school  grades  in  algebra,  and  whether  this 
test  was  a  sound. basis  for  classifying  pupils  for  the  study  of  algebra  and 
other  school  subjects.  There  are  six  charts  and  considerable  statistical 
data. 


Baldwin,  B.  T.  “The  grouping  of  pupils  by  abilities  in  elementary 
and  high  schools.”  Tenth  Annual  Schoolmen’s  Week  Proceed¬ 
ings.  Philadelphia,  The  Press  of  the  University  of  Pennsylvania, 
1923.  pp.  50-62.  (University  of  Pennsylvania  Bulletin.  Vol.  23, 
No.  38.  June  9,  1923.) 

Discusses  the  physiological,  the  mental,  the  pedagogical,  and  the  social 
ages  in  relation  to  grouping  of  pupils  in  school.  No  scientific  promo¬ 
tion  plan  can  be  developed  without  these  fundamental  groups  of  abili¬ 
ties  being  taken  into  consideration. 


8In  Part  II  none  of  the  346  titles  given  in  the  annotated  bibliography 
by  C.  W.  Odell  will  be  duplicated.  The  reader  should  therefore  combine 
the  two  bibliographies  for  a  complete  list. — Editor. 
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Beeson,  M.  F.  and  Tope,  R.  E.  “The  educational  and  accomplish¬ 
ment  quotients  as  an  aid  in  the  classification  of  pupils.”  Journal 
bf  Educational  Research.  9 :281-292.  April,  1924. 

In  the  intermediate  and  upper  grades,  pupils  should  be  classified,  pro¬ 
moted,  or  demoted  on  the  basis  of  educational  age,  and  classes  should  be 
sectioned  according  to  the  educational  quotient.  In  the  primary  grades 
intelligence  tests,  together  with  the  teacher’s  judgment,  should  be  the 
basis  of  classification. 


Blumenthal,  Frances.  “A  new  method  for  approximating  the 
homogeneous  grouping  of  school  children.”  Educational  Ad¬ 
ministration  and  Supervision.  10:321-329.  May,  1924. 

A  description  of  a  new  method  of  grouping,  based  on  the  quotients 
calculated  from  as-e-irrade  da ta.  ^ 


Bowers,  E.  V.  Reclassification  to  semiannual  promotions.”  Educa¬ 
tional  Research  Bulletin,  Ohio  State  University.  3:82-84.  Feb¬ 
ruary  20,  1924. 


f^A!teria  t6Sting  ?rog™  been  on  at  Tippecanoe  City,  Ohio, 
followed  S  W6re  reclassified>  The  article  discusses  the  promotions  which 


Bowers,  E.  V.  Standardized  Tests  and  Flexible  Promotion  in  Tippe¬ 
canoe  City,  Ohio.  1922.  Thesis  (M.A.)  Ohio  State  University. 
84  typewritten  pages. 

A  testing  program  including  both  intelligence  tests  and  educational 

111  6  u  +1“ ,  chief  Purpose  was  to  secure  data  with 

which  to  deal  with  the  individual  m  reclassification. 


Bracewell,  R.  H.  “Segregation  in  ability  groups  as  a  means  of 
taking  account  of  individual  differences.”  (In  National  Educa¬ 
tion  Association.  Addresses  and  Proceedings,  1921.  pp  674-675.) 
Argues  that  individual  instruction  is  expensive  and  unsocial  and  that 
of  ability*1  PUpi  S  dlfferm2  widely,  sections  must  be  formed  on  the  basis 


Brainerd,  M.  S.  “Intelligence  testing  at  Martins  Ferry.”  Educa- 
tional  Research  Bulletin,  Ohio  State  University  2 ‘67-70  March 
7,  1923. 


An  account  of  a  classification  scheme  based  on  intelligence  testing  In 
struction  was  differentiated  according  to  the  character  of  the  section  and 

fhe  preSntrnemed  Sy5tem  W“S  ad°pted'  A  reyised  »1  sSyls 


Breed,  F.  S.  “Teaching  the  class  and  reaching  the  pupil.”  School 
and  Society.  18:691-696.  December  15,  1923. 
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.  Advocates  that  the  next  practical  steps  for  the  schools  in  adjusting 
instruction  to  the  varying  capacities  of  pupils  is  to  adopt  homogeneous 
grouping  based  upon  ability  and  course  differentiation. 

Breed,  F.  S.  “Use  of  tests  in  classification.”  (in  Public  School 
Methods.  Rev.  ed.  Chicago,  School  Methods  Publishing  Com¬ 
pany,  1921.  Vol.  3,  pp.  138-147.) 

Briggs,  T.  H.  “Individual  differences.”  (In  his  The  Junior  High 

School.  Boston,  Houghton  Mifflin  Company,  1920.  pp.  133-152.) 

States  that  pupil  diffeiences  have  been  met  by  the  schools  by  adjust¬ 
ments  such  as  these:  differentiated  curricula;  promotion  by  subject, 
double  promotion,  and  irregular  promotion;  minimal  essentials;  homo¬ 
geneous  grouping  of  pupils,  etc. 

Briggs,  T.  H.  “Provisions  for  abilities  by  means  of  homogeneous 
grouping.”  Third  Yearbook  of  the  National  Association  of 
Secondary-School  Principals.  Cicero,  Ill.  The  Association,  1919. 
pp.  53-62. 

After  answering  the  objections  which  have  been  raised  to  the  segre- 
gation  of  groups,  the  author  proceeds  to  describe  the  experiment  in 
classification  which  was  conducted  at  the  Speyer  Experimental  Junior 
High  School,  New  York  City.  The  results  were  gratifying. 

Brinkley,  E.  S.  “Individual  differences  and  the  junior  high  school.” 

Virginia  Journal  of  Education.  18:3-6.  September,  1924. 

Proposes  that  the  differentiated  curricula  with  guidance  of  pupils,  and 
homogeneous  ability  groups  will  accomplish  much  in  providing  for  in¬ 
dividual  differences. 

California  Council  of  Education.  “Basis  for  determining  grading 
and  promotion  of  pupils.”  Sierra  Educational  News.  20:86-87. 
February,  1924. 

Personal,  mental,  scholastic,  and  social  elements  must  be  considered 
in  determining  promotion.  Standards  for  promotion  to  low-seventh- 
grade  classes  are  listed. 

Chase,  L.  S.  “The  need  and  use  of  testing  in  the  elementary  school.” 
(In  National  Education  Association.  Department  of  Elementary 
School  Principals.  Second  Yearbook,  pp.  267-275.  Bulletin,  Vol. 
2,  No.  4.  July,  1923.) 

After  having  made  a  study  of  teachers’  marks  to  show  how  unreliable 
they  were  for  grouping  purposes,  the  teachers  of  the  Glenfield  School  at 
Montclair,  New  Jersey,  approved  the  introduction  of  standard  educa¬ 
tional  and  mental  tests  for  this  purpose.  The  results  of  a  two  years’ 
trial  are  most  satisfactory. 
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“Classification  and  promotion  of  pupils.”  (In  U.  S.  Bureau  of  Edu¬ 
cation:  Report  of  the  Commissioner,  1898-99.  pp.  303-356.) 

teTntu  <<The  of  the  short-interval  system  in  St.  Louis,” 

+^arriiS ’  ^he  ^hzabeth  plan  of  grading,”  by  W.  J.  Shearer; 
6  plan  of  promotion  and  classification,”  by  F.  J.  Barnard; 
Flan  of  the  North-side  schools  of  Denver,”  by  J.  H.  Van  Sickle;  “Pro¬ 
motions  in  the  grammar  schools  of  Cambridge,  Massachusetts,”  by  Fran¬ 
cis  Cogswell;  and  The  grading  and  promotion  of  pupils,”  by  J  T 


Cook,  R.  R.  A  study  of  the  results  of  homogeneous  grouping  of 
abilities  in  high-school  classes.”  Twenty-Third,  Yearbook  of  this 
Society.  Bloomington,  Ill.,  Public  School  Publishing  Company, 
1924.  Part  I,  pp.  302-312. 


„  study  seeks  to  determine  by  experimentation,  under  controlled 
conditions,  whether  pupils  are  really  benefited  by  being  segregated  ac¬ 
cording  to  ability.  No  special  teaching  methods  were  formulated.  The 
evidence  gathered  would  not  justify  homogeneous  grouping. 


Courts,  B.  M.  “The  adaptation  of  subject  matter  and  instructional 
methods  to  grammar-grade  groups  of  varying  ability.”  Elemen¬ 
tary  School  Journal.  24:773-779.  June,  1924. 


The  seventh-  and  eighth-grade  classes  of  the  Longfellow  School  Oak 
Park,  Illinois,  were  divided  into  “Alpha,”  “Beta,”  and  “Delta”  eroum 
'rf  +  a(^aPted  to  the  Alphas  by  assigning  large  units  and  problems 
to  the  Betas  and  Deltas  by  more  detailed  assignments  and  supervision! 
Topics  and  problems  are  described  to  illustrate  these  points. 


Cubberley,  E.  P.  “Classifying  and  promoting  the  pupils.”  (In  his 
The  Principal  and  His  School.  Boston,  Houghton  Mifflin  Com¬ 
pany,  1923.  pp.  358-384.) 


A  summary  of  plans  used  for  promotion,  homogeneous 
school  adjustments  for  special  classes. 


grouping,  and 


Cubberley,  E.  P.  “Promotional  plans.”  (In  his  Public  School  Ad¬ 
ministration.  Boston,  Houghton  Mifflin  Company  1916  on 

300-312.)  >  •  FF- 


A  discussion  of  the  various  promotional  plans  whic 
vised  to  increase  the  flexibility  of  the  grading  machine 
the  lock-step  m  the  public  schools. 


have  been 
and  break 


de- 

up 


Davis,  Helen.  “Classification  by  intelligence  tests  in  the  smaller 
schools.”  (In  National  Education  Association.  Department  of 
Elementary  School  Principals.  Second  Yearbook,  pp  210-219 
Bulletin,  Vol.  2,  No.  4.  July,  1923.) 
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Suggests  the  following  administrative  devices  for  improving  classifi¬ 
cation  double  promotion,  sectioning  within  a  room  by  subjects,  the 
special-help  teacher,  controlling  entrance  to  the  first  grade,  and  the 
snecial  room.  Gives  advice  on  the  administration  of  the  tests. 

Dempsey,  C.  H.  “Promotion  of  pupils.”  (In  U  S.  Bureau  of  Educa¬ 
tion.  Special  Features  in  City  School  Systems.  Washington, 
Government  Printing  Office,  1913.  pp.  33-37.  Bulletin,  1913,  No. 
31.) 

Describes  the  older  plan  of  promotion  used  in  the  Malden,  Massachu¬ 
setts,  schools  as  well  as  the  revised  one.  Individual  differences  will  be 
much  better  provided  for  under  the  new. 

Dickson,  V.  E.  “What  first-grade  children  can  do  in  school  as  re¬ 
lated  to  what  is  shown  by  mental  tests.”  Journal  of  Educational 
Research.  2:475-480.  June,  1920. 

A  description  of  an  experiment  which  bears  evidence  that  the  plan  of 
segregating  in  the  first  grade  is  advantageous. 

Dietrich,  H.  O.  “Educational  practices  growing  out  of  homogene¬ 
ous  grouping  by  abilities  in  Norristown.”  Eleventh  Annual 
Schoolmen’ s  Week  Proceedings.  Philadelphia,  The  Press  of  the 
University  of  Pennsylvania,  1924.  pp.  84-93.  (University  of 
Pennsylvania  Bulletin.  Vol.  24,  No.  38.  June  7,  1924.) 

“Describes  the  plan  at  Norristown,  Pa.,  for  modifying  the  curriculum 
and  method  of  presentation  to  fit  each  ability  group.  Presents  numerous 
graphs  in  support  of  his  contention  that  such  modification  can  lead  to 
uniform  advancement  and  superior  achievement.” 

Ditmars,  Thomas.  “Intelligence  tests  as  a  basis  for  classification 
and  grading.”  Education.  44:33-39.  September,  1923. 

Cites  a  number  of  experiments  in  which  grouping  by  objective  tests 
has  proved  superior  to  former  methods  of  grouping. 

Doolittle,  H.  S.  “Negaunee  adopts  modified  plan  of  grouping  pupils 
according  to  ability.”  Michigan  Education  Journal.  1:147-149. 
December,  1923. 

After  seven  years  of  dividing  the  sixth,  seventh,  and  eighth  grades 
into  four  homogeneous  sections  as  determined  by  teachers’  judgments, 
the  plan  was  abandoned  as  unsatisfactory.  The  nine  objections  which 
were  raised  to  it  are  presented.  The  new  groups  are  heterogeneous,  de¬ 
pending  upon  the  rearrangement  of  subject  matter  and  different  meth¬ 
ods  of  instruction  to  take  care  of  individual  differences. 

Doten,  Willard.  “Junior-high-school  grouping.”  American  School 
Board  Journal.  64 :42-43,  136.  April,  1922. 
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A  description  of  the  groupings  which  were  made  in  the  Montclair, 
^eJV*uerseyi  Ju,nior  high  schools  for  a  period  of  six  years.  Seven  tables 
and  three  charts  serve  to  illustrate  the  text. 

Eisenhart,  W.  W.  “Changes  in  educational  procedure  in  Tyrone 
growing  out  of  the  grouping  of  pupils  by  abilities.”  Tenth  An¬ 
nual  Schoolmen’s  Week  Proceedings.  Philadelphia,  The  Press  of 
the  University  of  Pennsylvania,  1923.  pp.  69-74.  (University  of 
Pennsylvania  Bulletin.  Yol.  23,  No.  38.  June  9,  1923.) 

Classes  are  divided  into  three  groups  upon  the  basis  of  achievement 
lest  scores  and  teachers’  rating.  Provision  is  made  for  the  easy  trans- 
ier  ol  pupils  from  one  group  to  another  and  from  grade  to  grade. 

Engel,  A.  M.  “Characteristic  and  significant  differences  between 
X  and  Z  pupils  in  the  Detroit  public  schools.”  Elementary 
School  Journal.  24:747-754.  June,  1924. 

Groups  of  pupils  classified  on  the  basis  of  intelligence  show  differences 
in  physical,  moral,  pedagogical,  and  social  development. 

Feingold,  G.  A.  “The  sectioning  of  high-school  classes  on  the  basis 

of  intelligence.”  Educational  Administration  and  Supervision. 

9 :399-415,  467-486.  October  and  November,  1923. 

'  grouping  was  tried  out  at  the  Hartford  Public  High 

School  with  the  class  entering  September,  1922.  The  article  explains 

creased6  STfinalTnn  ^dn?inistered- to  what  extent  scholarship  was  in- 
how  the  reacherrvieTed T™  ^  d”Wn  £r0in  the  exPeriment’  and 

Fisher,  J.  M.  “Educational  practices  growing  out  of  the  homoge¬ 
neous  grouping  of  pupils  in  Ambler.”  Eleventh  Annual  School¬ 
men’s  Week  Proceedings.  Philadelphia,  The  Press  of  the  Uni¬ 
versity  of  Pennsylvania,  1924.  pp.  109-113.  (University  of 
Pennsylvania  Bulletin.  Vol.  24,  No.  38.  June  7,  1924  ) 

on'lt\XttiL“ifS.'-Wide  Variati0M  in  indiV‘d“al  “Moment 

r  lynn,  M.  C.  “Classification  according  to  the  promotion  age.” 
(In  National  Education  Association.  Department  of  Elementary 
School  Principals.  Second  Yearbook,  pp.  194-209.  Bulletin  Vol 
2,  No.  4.  July,  1923.) 

Discusses  the  way  in  which  the  Micheltorena  Street  School  of  T 
4ngeles  has  met  the  needs  of  individual  pupils  It  develona  a  mnvn 
flexible  system  of  gradation  by  providing  for  a'nlar  nf  Si 
grouping,  a  maximal-minimal  course  of  Itudy,  subject  proSion^art 
justment  periods,  and  progress  at  individual  rate  of  speed.  ’ 
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Ford,  E.  L.  “Unit  system  of  grading  and  promotion  ’ 

39:389-402.  March,  1919. 

A  system  which  approximates  individual  teaching  bv  using  a  eradino- 

Franzen,  Raymond.  “The  accomplishment  quotient:  a  school  mark 
m  terms  of  individual  capacity.”  Teachers  College  Record. 
21 :432-440.  November,  1920. 

,o^V0Cuat?^.that  the  accomplishment  quotient  is  the  proper  measure  to 

u  ?C1Sng,  wl?ether  a  c,hild  is  properly  classified  o?Pnot  Relieves 
that  it  would  also  be  an  ideal  school  mark. 

Frasier,.  G.  W.  “The  measurement  of  intelligence  as  an  aid  to  ad¬ 
ministration.”  Educational  Administration  and  Supervision. 
6:361-366.  October,  1920. 

Devoted  almost  exclusively  to  case  studies.  Individual  pupils  were 
noted?1  7  graded  by  means  of  mental  tests  and  their  subsequent5 process 


Freeman,  F.  N.  “Sorting  the  students.”  Educational  Review. 
68:169-174.  November,  1924. 

“This  is  a  timely  and  judicious  discussion  of  the  reasons  for  and 
aid  acMevem7„7Ss^a°‘ICe  gr°Upi“g  StUdents  according  ““‘‘S' 

Gerson,  A.  J.  “The  Philadelphia  experiment  in  ability  grouping.” 
Tenth  Annual  Schoolmen’s  Week  Proceedings.  Philadelphia,  The 
Press  of  the  University  of  Pennsylvania,  1923.  pp.  62-64.  (Uni¬ 
versity  of  Pennsylvania  Bulletin.  Vol.  23,  No.  38.  June  9,  1923.) 

Three  ability  groups  are  recognized — a  superior  group,  an  average 
group,  and  an  inferior  group.  These  were  selected  on  the  basis  of  the 
judgment  of  the  teachers,  supplemented  by  the  use  of  standard  intelli¬ 
gence  tests.  Emphasis  is  placed  on  a  differentiated  curriculum,  minimal 
essentials,  incidental  promotion,  and  teaching  methods  adjusted  to  varv- 
ing  needs.  J 


Gibson,  J.  E.  “Double  promotion  in  McComb  city  schools.”  Amer¬ 
ican  School  Board  Journal.  67:100-103.  September,  1923. 

Explains  the  plan  of  double  promotion  as  used  in  the  McComb,  Mis¬ 
sissippi,  city  schools  to  make  provision  for  the  bright  pupil. 

Goble,  W.  L.  “Report  on  homogeneous  grouping  in  Illinois  high 
schools.”  Proceedings  of  the  High  School  Conference,  1923. 
Urbana,  Ill.,  University  of  Illinois,  1924.  pp.  55-63.  (University 
of  Illinois  Bulletin.  Vol.  21,  No.  25.  February  18,  1924.) 
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A  report  based  on  the  returns  of  a  questionnaire.  Special  reports  on 
homogeneous  grouping  in  English,  Latin,  and  mathematics,  by  J.  G. 
Walker,  Laura  Woodruff,  and  E.  W.  Schreiber,  respectively,  are  in¬ 
cluded. 

“Grouping  pupils  on  the  basis  of  ability.”  (In  Cleveland,  Ohio.  Board 
of  Education.  The  First  of  a  Series  of  Surveys  of  the  Depart¬ 
ment  of  Instruction,  1921.  pp.  18-21.) 

An  account  of  a  plan  of  grouping  pupils  into  classes  on  the  basis  of 
ability.  It  was  first  tried  out  in  the  first  grades  of  several  schools  and 
in  the  7B  grades  of  all  junior  high  schools  during  the  school  year 
1920-21. 

Haggerty,  M.  E.  “Specific  uses  of  measurement  in  the  solution  of 
school  problems.”  Seventeenth  y earhook  of  this  Society.  Bloom¬ 
ington,  Ill.,  Public  School  Publishing  Company,  1918.  Part  II, 
pp.  25-40. 

The  individual  differences  which  tests  reveal  must  alter  profoundly  the 
whole  program  of  education.  The  article  enlarges  upon  the  changes 
suggested  by  a  questionnaire. 

Hardwick,  F.  T.  “An  experimental  use  of  intelligence  tests  in  classi¬ 
fication.”  (In  National  Education  Association.  Department  of 
Elementary  School  Principals.  Second  Yearbook,  pp.  219-229. 
Bulletin,  Vol.  2,  No.  4.  July,  1923.) 

The  Central  School  of  Everett,  Washington,  housing  the  majority  of 
the  eighth  grades  of  the  city,  was  the  seat  of  this  experiment.  The 
article  indicates  the  procedure  and  the  results  made  in  the  use  of  intelli¬ 
gence  tests  for  arranging  pupils  in  groups.  These  groups  are  also  com¬ 
pared  as  to  their  standing  in  educational  tests.  Eight  tables  are  in¬ 
cluded. 

Harris,  W.  T.  “Class  intervals  in  graded  schools.”  (In  National 
Education  Association.  Addresses  and  Proceedings,  1900.  pp. 
332-340.) 

While  the  author  disapproves  of  individual  instruction,  he  does  favor 
continual  readjustment  of  classification  to  provide  for  differences  in 
rates  of  progress. 

Hartwell,  C.  S.  “Liberating  the  lower  education.”  School  Review. 
15:436-458.  June,  1907. 

Composed  largely  of  random  quotations  taken  from  six  hundred  re¬ 
sponses  to  a  questionnaire  on  the  advisability  of  promotion  by  subject. 

Hartwell,  C.  S.  “Promotion  by  subject  and  three-year  courses.” 
School  Review.  15:184-196.  March,  1907. 
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Henry,  T.  S.  “Flexible  promotion  schemes  as  related  to  the  school 
progress  of  gifted  children.”  Nineteenth  Yearbook  of  this  So- 

S' pBl0.Tringt0n’  PubIiC  Sch001  Polishing  Company, 
1920.  Part  II,  pp.  H-27. 

H°RN,  J.L.  “The  classification  of  pupils  for  purposes  of  instruc- 
tion  (In  his  The  American  Elementary  School.  New  York 
I  he  Century  Company,  1923.  pp.  227-251  ) 

Hughes,  W.  H.  “Capacity  levels  and  scientific  classification.”  Amer¬ 
ican  Educational  Digest.  43:11-12.  September  1923 

sSSSSSSSS^'ssaa 

Johnson,  F.  W.  “Classification  of  pupils  according  to  ability.”  (In 
Bell,  J.  C.  ed.  Contributions  to  Education.  Yonkers-on-Hudson 
N.  Y.,  World  Book  Company,  1924.  Vol.  1,  pp  214-220  ) 

JUDD  C.  H.  “Grouping  pupils  in  classes.”  (In  his  Introduction  to  the 
Scientific  Study  of  Education.  New  York,  Ginn  and  Company 
1918.  pp.  96-112.)  *  y’ 

mi^+SaC^S+l  the  r?as,ons  which  validate  sectioning,  suggests  reading 

ments  of  the  curriculum,  and  describes  chano-e«  vT  u  reacl-IU  , 

in  the  grading  system  in  order  toSS  ?idSaTneeds  ®  ***  made 


Jour- 


Kallom,  A.  W.  “Intelligence  tests  and  the  classroom  teacher.’ 
nal  of  Educational  Research.  5 :389-399.  May,  1922. 

Intelligence  tests  may  be  used  successfully  in  guiding  teachers 
pmking  promotions  and  dealing  with  individual  pupils  in  fuidinffunnil 
£ades  of  courses,  in  advancing  demoted  p'upV;  ISd  ta  seLSg 
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Kenney,  Elizabeth.  “Intelligence  tests  at  work.”  Journal  of  Edu¬ 
cational  Method.  3:147-152.  December,  1923. 

In  classifying  the  pupils  in  the  Junior  High  School  of  Waterloo,  Iowa, 
a  compromise  method  was  used.  This  method  adds  together  the  pupil’s 
score  and  his  index  of  brightness.  The  composite  judgment  of  the 
teachers  was  also  taken  into  account.  A  chart  illustrates  the  method 
devised  for  sectioning. 

Laird,  D.  A.  “A  study  of  the  influence  of  sectioning  students  upon 
their  achievement.”  Journal  of  Educational  Psychology. 
14:143-153.  March,  1923. 

Reports  the  findings  of  a  -study  of  the  marks  received  by  students  in  an 
elementary  course  in  college  psychology  for  a  ten-year  period.  The 
students  were  divided  into  two  heterogeneous  sections  meeting  at  nine 
and,  eleven  o’clock,  respectively. 


Lau,  Arnold.  “Adaptation  to  group  needs  on  ability  bases  in  ninth 
grade  English.”  Sixth  Yearbook  of  the  National  Association  oj 
Secondary-School  Principals.  Cicero,  Ill.,  The  Association,  1922. 
pp.  63-85. 

Minimal  requirements  for  the  three-fold  sections  are  definitely  stated 
together  with  the  results  of  grammar  and  composition  tests.  Emphasizes 
that  sectioning  is  merely  a  device  for  individualizing  instruction.  A 
good  discussion  by  R.  H.  Bracewell  followed  the  address. 

Layton,  W.  K.  “The  group  intelligence  testing  program  of  the 
Detroit  public  schools.”  Twenty-First  Yearbook  of  this  Society. 
Bloomington,  Ill.,  Public  School  Publishing  Company,  1922. 
Part  II,  pp.  123-130. 

The  group  tests  are  instruments  in  classifying  pupils  into  X,  Y,  anc! 
Z  groups  when  they  enter  school  for  the  first  time,  are  given  to  pupils 
who  are  two  years  or  more  over  age  for  their  grade,  and  to  candidates 
for  entrance  to  special  advanced  classes. 

Layton,  W.  K.  “The  reclassification  of  pupils  in  one  elementary 

school.”  (In  National  Education  Association.  Department  of 

Elementary  School  Principals.  Second  Yearbook,  pp.  239-246. 

Bulletin,  Vol.  2,  No.  4,  July,  1923.) 

A  discussion  of  the  resectioning  of  the  Dwyer  School  of  Detroit  and 
of  some  of  the  results  obtained.  Ten  tables  included. 

Lowry,  Ellsworth.  “New  tendencies  in  the  organization  of  educa¬ 
tion.”  Educational  Administration  and  Supervision.  6:27-32. 
January,  1920. 
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in  W^niancffX?erl1?lent  \nche  first  six  ^rades  of  the  Training  School 
diff£pr,W  a  S^ate,  Normal  School  to  solve  the  problem  of  individual 

which  grouping  was  the  remedy 


Lukens,  M.  L.  “Educational  practices  growing  out  of  grouping 
by  abilities  in  Upper  Darby.”  Eleventh  Annual  Schoolmen’s 
Week  Proceedings.  Philadelphia,  The  Press  of  the  University 
of  Pennsylvania,  1924.  pp.  94-104.  (University  of  Pennsylvania 
Bulletin.  Vol.  24,  No.  38.  June  7,  1924.) 


Presents  results  of  surveys  of  Grades  V,  VI,  and  VII  in  Unner 
Darby,  where  children  are  grouped  by  ability.  Gives  full  tables  Con¬ 
st  111* exist* ” ^6n  aft6r  reclassification>  problem  of  the  individual  child 


McCall,  W.  A.  “Measurement  in  classifying  pupils.”  (In  his  How 
to  Measure  in  Education.  New  York,  The  Macmillan  Company 
1922.  pp.  19-66.) 


A  statistical  study  of  classifying  pupils  by  means  of  intelligence  tests 
educational  tests,  and  teachers’  judgment.  Rules  for  the  procedure  in 
reclassifying  both  the  small  and  large  school  are  given. 


McFarland,  B.  B.  “A  study  of  first-grade  promotion  control.”  Kin¬ 
dergarten  and  First  Grade.  8 :45-52.  February,  1923. 

Describes  the  procedure  which  was  adopted  in  dividing  a  first-erade 
class  of  fifty-three  children.  Many  case  studies  are  reported. 


Mackie,  A.  “The  formation  of  class  groups.”  Schooling,  Sydney 
N.S.W.  7:10-24.  October,  1923. 

A  theoretical  treatment  of  homogeneous  class  groups.  Such  erouDs 
must  be  composed  of  pupils  of  nearly  equal  natural  capacity  and  schol¬ 
astic  attainments,  selected  by  means  of  mental  and  scholastic  tests  A 
four-fold  scheme  of  grouping  is  described  and  recommended. 


Maston,  R.  C.  Classification  of  students  based  on  mental  tests  ” 
Proceedings  of  the  Second  Annual  Educational  Conference. 
Columbus,  Ohio,  The  Ohio  State  University,  1922.  pp.  98-106.' 
(The  Ohio  State  University  Bulletin.  Vol.  27,  No  16  March  24 
1923.) 


The  seventh,  eighth,  and  ninth  grades  of  the  Martins  Ferry  Ohio  nub 
lie  schools  have  been  trying  a  grouping  scheme.  The  plan  is  carefully 
explained.  Suggests  what  readjustment  of  courses  and  modified  meth 
ods  of  instruction  should  follow  such  procedure. 


328 


THE  TWENTY-FOURTH  YEARBOOK 


Mathews,  M.  E.  “Grouping  pupils  in  English  according  to  ability.” 
Tenth  Annual  Schoolmen’ s  Week  Proceedings.  Philadelphia, 
The  Press  of  the  University  of  Pennsylvania,  1923.  pp.  291-296. 
(University  of  Pennsylvania  Bulletin.  Vol.  23,  No.  38.  June  9, 
1923.) 

,  A  questionnaire  was  sent  to  the  English  departments  of  about  thirty 
high  schools  throughout  the  country  and  the  eleven  high  schools  in  Phil¬ 
adelphia.  The  deduction  drawn  from  the  replies  is  that,  while  grouping 
is  desirable,  there  is  a  feeling  of  uncertainty  as  to  the  retarded  group. 

Meek,  C.  S.  “A  study  in  retardation  and  acceleration.”  Elementary 
School  Journal.  15:421-431.  April,  1915. 

The  Boise,  Idaho,  schools  use  an  individual  standard  in  promoting 
pupils.  The  results  claimed  are  (1)  less  cost  per  pupil  (2)  increased 
school  attendance  (3)  less  congestion  in  lower  grades  and  (4)  better 
treatment  of  exceptional  pupils. 

Miller,  W.  S.  “The  administrative  use  of  intelligence  tests  in  the 
high  school.  Twenty-First  Y earhook  of  this  Society.  Blooming¬ 
ton,  Ill.,  Public  School  Publishing  Company,  1922.  Part  II,  pp. 
189-222. 

Intelligence  tests  satisfactorily  function  in  sectioning  classes  on  the 
basis  of  mental  ability.  They  make  possible  an  adaptation  of  the  tech¬ 
nique  of  instruction  to  the  needs  of  the  group  and  may  make  competi¬ 
tion  operative  as  an  incentive.  * 


Mitchell,  David.  “Psychological  examination  of  pre-school  age 
children:  a  demonstration  of  the  classification  of  children  ac¬ 
cording  to  ability.”  Pedagogical  Seminary.  31:108-146  June 
1924. 


A  detailed,  statistical  report  of  an  experiment  conducted  in  three 
schools  by  the  New  York  State  Association  of  Consulting  Psychologists 
There  are  twelve  charts  and  twenty-four  tables.  J  s 


Mitchell,  G.  W.  “Promotion  of  pupils.”  American  School  Board 
Journal.  48:65-66.  April,  1914. 


Describes  the  system  of  promotion  and  the  method  of 
to  groups  as  practiced  in  the  Johnsonburg,  Pennsylvania 


assigning  pupils 
,  schools. 


Monroe,  W.  S.  Relation  of  Sectioning  a  Class  to  the  Effectiveness 
of  Instruction.  Urbana,  Ill.,  University  of  Illinois,  1922.  18  pp. 
(University  of  Illinois  Bulletin.  Yol.  20,  No.  11.  November  13, 
1922.  Bureau  of  Educational  Research,  College  of  Education 
Bulletin,  No.  11.) 
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Three  plans  of  sectioning  were  tried  out  in  sixteen  elementary  schools 
ox  Chicago.  The  monograph  states  the  problem,  outlines  the  plan  of 
the  experiment,  summarizes  the  data,  and  interprets  the  results. 

Moore,  W.  E.  “Mental  tests  used  as  a  basis  for  reorganizing  a 
school.”  (In  National  Education  Association.  Department  of 
Elementary  School  Principals.  Bulletin.  Vol.  2,  No.  3.  pp.  124- 
129.  April,  1923.) 

“A  resume  of  the  experiences  in  classifying  and  regrouping  the  pupils 
of  Longfellow  Sch  Oakland,  California.” 

Morris,  F.  A.  “A  plea  for  flexibility  in  promotion:  a  scheme  for 
getting  it.”  American  School  Board  Journal.  57:28-29.  Novem¬ 
ber,  1918. 

Advocates  promotion  by  subject  in  the  grades  as  the  ideal  way  to  give 
a  child  just  the  right  amount  of  time  to  do  work  thoroughly  without 
wasting  time  or  overdoing. 

Morrison,  H.  C.  The  Teaching  Technique  of  the  Secondary  School. 
Ann  Arbor,  Mich.,  Edwards  Brothers,  1924.  pp.  71-94. 

Morton,  R.  L.  “The  classification  of  pupils  in  Ohio  public  schools.” 
Educational  Research  Bulletin,  Ohio  State  University.  3:317- 

321.  November  12,  1924. 

A  comprehensive  summary  of  the  report  prepared  by  the  Classifica¬ 
tion  Committee  appointed  by  Vernon  M.  Riegel,  State  Director  of  Edu¬ 
cation  in  Ohio. 

Moyer,  E.  L.  “A  study  of  the  effects  of  classification  by  intelligence 
tests.”  Twenty-Third  Yearbook  of  this  Society.  Bloomington, 
Ill.,  Public  School  Publishing  Company,  1924.  Part  I,  pp.  313- 

322. 

The  achievement  of  high-school  pupils  who  were  grouped  into  classes 
on  the  basis  of  their  standing  in  intelligence  tests  is  compared  with 
pupils  of  like  ability  who  were  taught  in  mixed  classes.  The  comparison 
is  made  by  measuring  their  attainment  in  algebra  and  Latin  by  stan¬ 
dardized  tests  and  teachers’  marks. 


Noble,  H.  M.  Classification  of  School  Children  According  to  Mental 
Age.  1920.  Thesis  (M.A.)  Ohio  State  University.  47  typewrit¬ 
ten  pages. 

A  record  of  the  testing  and  the  reclassification  of  pupils  on  the  basis 
of  the  testing  which  took  place  in  the  Northwood  Public  School  of  Co¬ 
lumbus,  Ohio,  from  October,  1919,  to  the  middle  of  January,  1920. 
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Odell,  C.  W.  “The  double-track  system  in  a  small  school.”  Elemen¬ 
tary  School  Journal.  22:544-546.  March,  1922. 

Describes  a  system  which  brings  a  more  flexible  type  of  organization 
to  a  small  school  by  providing  sections  for  pupils  of  varying  ability. 

Odell,  C.  W.  Provisions  for  the  Individual  Differences  of  High- 
School  Pupils.  Urbana,  III.,  University  of  Illinois,  1923.  155  pp. 
(University  of  Illinois  Bulletin.  Vol.  21,  No.  4.  September  24, 
1923.  Bureau  of  Educational  Research,  College  of  Education 
Circular  No.  22.) 

desci4bedifferent  plans  which  have  been  actually  used  in  high  schools  are 

Odell,  C.  W.  The  Use  of  Intelligence  Tests  as  a  Basis  of  School 
Organization  and  Instruction.  Urbana,  Ill.,  University  of  Illi¬ 
nois,  1922.  78  pp.  (University  of  Illinois  Bulletin,  Vol.  20, 
No.  17.  December  25,  1922.  Bureau  of  Educational  Research,’ 
College  of  Education  Bulletin,  No.  12.) 

e.xPer™eat  carried  on  in  eight  elementary  schools  of 
Chicago  to  determine  whether  or  not  it  is  advisable  to  promote  anfl 
classify  pupils  on  the  basis  of  mental  age  and  intelligence  Quotients 

Oglesby,  Eliza.  “A  study  of  the  achievements  in  reading  of  the 

X,  Y,  Z  groups.”  Detroit  Journal  of  Education,  2:57-59  April 
1922.  ’ 


Ohio.  State  Department  of  Education.  Classification  Committee. 
The  Classification  of  Pupils  in  the  Elementary  Schools.  Colum¬ 
bus,  Ohio,  The  Heer  Printing  Company.  (In  press.) 

,  iF*1®  fadings  °^.a  committee  (B.  R.  Buckingham,  Chairman)  appoint 
ed  by  State  Superintendent  Vernon  M.  Riegel  to  inquire  into  the  Extent 
%  w^ch  gaping,  ciassification  and  se|regation  of  pupils  were  S 
cnrefl  Z°Z°-  Th!i  W8  Vacates  the  bfses,  methods,  Ind  resets  se" 
cured  by  these  administrative  adjustments  and  makes  certain  reon™ 
mendations.  Problems  are  suggested  and  a  bibliography  is* ^appended.” 

park,  F.  R.  “A  grading  and  promotion  plan  based  on  the  use  of 
intelligence  and  educational  tests.”  Elementary  School  Journal 
24:219-226.  November,  1923. 

Nel^Yorki^  °f  ^  in  operation  in  the  P^lic  schools  of  Hamburg, 

Parker,  C.  M.  “Group  work  in  reading.”  Detroit  Journal  of  Educa¬ 
tion,  3:21-24.  September,  1922. 
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Discuses  a  plan  of  conducting  reading  classes  organized  into  groups 
t^pi>caufsstonthree  leVelS  °f  PUpU  ability‘  Contains  a  description  of  a 


Pechstein,  L.  A.  “Homogeneous  grouping  of  high-school  pupils  by 
intelligence  tests.”  Proceedings,  Third  Annual  Ohio  State  Edu¬ 
cational  Conference.  Columbus,  Ohio,  Ohio  State  University, 
1923.  pp.  352-353.  (The  Ohio  State  University  Bulletin.  Vol.  28, 
No.  2.  August  31,  1923.) 


i  ^  abs]t'ract  of  an  address  in  which  homogeneous  ability  grouping  is 
justified  because  it  recognizes  differences  in  individuals,  facilitates  in 
adapting  curriculum  requirements  to  individual  capacity,  and  creates  the 
proper  environment  for  natural  expression. 


Pittenger,  B.  F.  “The  school  and  the  individual.”  American  School¬ 
master.  9:193-205.  May,  1916. 


.  ,'Fhe  autb°r  maintains  that  the  school  should  give  special  attention 
to  the  quantitative  aspects  of  inherent  variations  and  to  the  qualitative 
aspects  of  acquired  differences  by  providing  a  very  flexible  system  of 
promotion  throughout  each  school  course.” 


Elementary  School  Journal. 


“Recognizing  individual  differences. 

21:164-166.  November,  1920. 

A  description  of  a  modification  of  the  Cambridge  plan  of  grading 
which  was  introduced  into  the  school  system  of  Staunton,  Virginia. 


Rowland,  S.  V.  Changes  in  educational  procedure  growing  out  of 
the  grouping  of  pupils  by  ability.”  Tenth  Annual  Schoolmen’s 
Week  Proceedings.  Philadelphia,  The  Press  of  the  University 
of  Pennsylvania,  1923.  pp.  64-69.  (University  of  Pennsylvania 
Bulletin.  Vol.  23,  No.  38.  June  9,  1923.) 

The  article  is  devoted  to  the  methods  used  with  the  various  groups  in 
the  Radnor  Township,  Pennsylvania,  schools.  It  states,  however  that 
considerable  individual  instruction  is  given  in  regular  coaching  periods. 

Ruediger,  W.  C.  “Homogeneous  grouping  of  pupils.”  Eleventh  An¬ 
nual  Schoolmen’ s  Week  Proceedings.  Philadelphia,  The  Press  of 
the  University  of  Pennsylvania,  1924.  pp.  78-84.  (University  of 
Pennsylvania  Bulletin.  Vol.  24,  No.  38.  June  7,  1924.) 

“Discusses  article  by  Herbert  D.  Bixby  in  Educational  Review  for 
April,  1924.  Concludes  that  ‘the  homogeneous  grouping  of  pupils  and 
other  well-organized  plans  for  meeting  different  degrees  of  ability  are 
an  essential  element  in  the  administration  of  education  in  a  democracy.'  ” 


332 


THE  TWENTY-FOURTH  YEARBOOK 


Santee,  A.  M.  “Results  of  classification  of  pupils  based  on  ability  as 
shown  by  intelligence  tests,  tests  of  achievement,  and  teachers’ 
marks.”  (In  National  Education  Association.  Department  of 
Elementary  School  Principals.  Second  Yearbook,  pp.  276-283. 
Bulletin,  Vol.  2,  No.  4.  July,  1923.) 

sj^1S?Un6f  ™esults  of  classification  in  the  Washington  Junior  High 
mathematics th>  Mlnnesota-  Includes  the  course  of  study  offered  in  shop 


Schlein,  W.  C.  “Individual  differences:  their  recognition  in  the  ele¬ 
mentary  and  junior  high  schools.”  Popular  Educator.  41:69-70. 
October,  1923. 


Differentiated  curricula,  homogeneous  grouping,  irregular  promotions 

advocated ^as^the  n,ea„s  A 


Sears,  J.  B.  “Grading  and  promoting.”  (In  his  Classroom  Organiza¬ 
tion  and  Control.  Boston,  Houghton  Mifflin  Company,  1918  pn 
123-143.) 


™eet  th®.  demands  of  individual  differences,  different  types  of  flexi- 

b6en  This  chaPter  d"- 


School  and  Go- 


Seashore,  C.  E.  “College  placement  examinations.’ 

ciety.  20:575-578.  November  8,  1924. 

Believes  that  the  placement  examination  will  furnish  for  hio-hpr 

catesntheeiSeSofei5fiVe  p"nciPle.of  recognizing  the  individual  Advo- 
ppim  thf  of  placement  examinations  in  sectioning  university  and 

Unfvlrsfty3  oef  ‘ Iowm^h63  °S6  Which  haVe  been  formulated  at  the  State 


Seashore,  C.  E.  “Gifted  student  and  research.”  Science,  n.s.  56:641- 
648.  December  8,  1922. 

Universities  and  colleges  are  advised  to  follow  certain  nrncpdnro*  i-n 
discussed  ^sectioning  P-ed^eT a  " 

*-&  -  Assist 

Seashore,  C.  E.  “Recognition  of  the  individual.”  Science,  n.s.  60: 
321-326.  October  10,  1924;  also  in  Journal  of  Engineering  Edu- 
cation,  n.s.  15:111-122.  October,  1924. 

ance,  (6)  spread  of  assigUent,  and  f«)  reward 
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Seashore,  C.  E.  “The  role  of  a  consulting  supervisor  in  music.” 
Eighteenth  Yearbook  of  this  Society.  Bloomington,  Ill.,  Public 
School  Publishing  Company,  1919.  Part  II,  pp.  111-123. 

Suggests  as  a  true  solution,  both  in  economy  of  time  and  efficiency  of 
achievement  in  music,  that  three  divisions  be  made  of  each  grade  or  small 
group  of  grades,  with  continual  shifting  from  one  division  to  another 
as  ability  warrants,  and  with  free  promotion  or  demotion. 


Shearer,  W.  J.  “Faulty  grading  in  our  public  schools.”  Forum.  33 : 
469-473.  June,  1902. 

Pleads  for  greater  freedom  in  the  work  of  the  public  schools,  and  es¬ 
pecially  for  more  elasticity  in  the  method  of  classification.  Each  pupil 
should  be  advanced  as  fast  as  his  abilities  warrant. 

Sheldon,  V.  G.  “Speed  grouping  in  primary  grades  of  Rockford, 
Illinois.”  (In  National  Education  Association.  Department  of 
Elementary  School  Principals.  Second  Yearbook,  pp.  229-239, 
Bulletin,  Vol.  2,  No.  4.  July,  1923.) 

Groups  are  arranged  according  to  mental  age  and  are  administered 
according  to  the  enrolment  and  the  building  conditions.  The  advantages 
noted  a^e  the  improvement  of  classroom  instruction,  the  enrichment  of 
the  curriculum,  the  emphasis  on  minimal  essentials,  an  enlarged  oppor¬ 
tunity  for  the  study  of  individual  differences,  and  the  economy  of  the 
new  system. 

Sherrod,  C.  C.  “Grouping  pupils  for  instructional  purposes.”  Ameri¬ 
can  School  Board  Journal.  67 :34-36,  123.  December,  1923. 

The  subject  is  treated  under  the  following  captions:  (1)  a  brief  his¬ 
tory  of  grouping  pupils,  (2)  the  three  outstanding  types  of  grouping, 
(3)  cases  illustrating  present  practice,  (4)  statement  of  findings  in 
other  places,  and  (5)  summary  of  conclusions. 

Sondberg,  Dowett.  “Educational  practices  growing  out  of  the 
homogeneous  grouping  of  pupils.”  Eleventh  Annual  School¬ 
men’s  Week  Proceedings.  Philadelphia,  The  Press  of  the  Uni¬ 
versity  of  Pennsylvania,  1924.  pp.  113-119.  (University  of  Penn¬ 
sylvania  Bulletin.  Vol.  24,  No.  38.  June  7,  1924.) 

“Discusses  problems  connected  with  homogeneous  grouping,  under 
heads  of  grading  pupils,  curriculum,  size  of  classes,  selection  of  teachers, 
discipline,  and  method.  Gives  graphically  the  effects  of  homogeneous 
grouping.  A  worth  while  contribution.” 

Stenquist,  J.  L.  “Better  schools  through  improving  the  classifica¬ 
tion  of  pupils.”  Baltimore  Bulletin  of  Education.  2:170-173, 
176-177.  January,  1924. 
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r  V"der  direction  of  its  Bureau  of  Research,  twenty-two  schools  in 
Baltimore  have  been  reclassified  as  a  result  of  a  testing  program.  The 
puncipals  of  the  schools  are  pleased  with  the  results  and  many  pupils 
have  been  decidedly  benefited.  *  * 

Stockton,  J.  L.  and  Others.  “Criteria  for  the  regrading  of 
schools.”  Elementary  School  Journal.  22:55-66.  September 
1921. 

The  criteria  which  are  suggested  as  contributing  to  the  successful  re¬ 
organization  of  a  school  are  the  following:  mental  age,  chronological 
age,  physical  age,  pedagogical  age,  and  character  age.  These  criteria 
were  used  m  an  extensive  reorganization  program  in  the  Training  School 
of  the  San  Jose  State  Normal  School. 


Stoneburner,  W.  E.  “Reclassification  program  for  elementary 
grades  in  a  small  school.”  Educational  Research  bulletin,  Ohio 
State  University.  3:215-218.  September  3,  1924. 


Describes  how  a  scheme  of  classification  was  devised  for  a  small  school 
with  an  enrollment  of  380  in  the  first  six  grades.  The  experience  shows 
that  classified  pupils  accomplish  more  work,  discipline  is  easier,  and  the 
teachers  are  more  content. 


Theisen,  W.  W.  “The  relative  progress  of  VII-B  groups  sectioned 
on  the  basis  of  ability.  Journal  of  Educational  Research.  5: 
295-305.  April,  1922. 


P^^ation  of  the  results  of  a  study  made  by  using  standardized 
j.~ca^1(?na^  and  teachers  ratings  to  determine  the  achievements  of 
different  sections  of  the  VII-B  grade.  The  results  justify  the  policy  of 
grouping  pupils  on  the  basis  of  ability.  y  y 


Torgerson,  T.  L.  A  Program  of  Differentiation  in  the  Elementary 
Schools  Based  upon  Individual  Differences.  West  Allis,  Wis., 
Department  of  Educational  Measurements,  Public  Schools' 
1924.  6  pp.  (Bulletin  No.  3.) 

.  The  s.<:ho.0\  should  adjust  itself  to  individual  differences  by  classifv- 
mg  Pupils  into  more  homogeneous  groups,  by  differentiation  of  curricula 
and  by  differentiation  of  rate  of  progress. 


Van  Denburg,  J.  K.  “Speed  grouping  in  the  junior  high  school.” 
(In  his  The  Junior  High  School  Idea.  New  York,  Henry  Holt 
and  Company,  1922.  pp.  36-57.) 


Homogeneous  grouping  makes  possible  positive  lines  of  work  and  nre 
vention  of  waste  Then  the  course  of  study  must  be  made  to  fit  the  ?Ite 
of  learning  of  the  respective  groups  and  class  instruction  must  be  com 
bined  with  individual  consideration  of  pupils’  aptitudes. 
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Waltz,  c.  A.  “A  four-year  program  of  mental  testing.”  Proceed¬ 
ings,  Third  Annual  Ohio  State  Educational  Conference.  Colum¬ 
bus,  Ohio,  Ohio  State  University,  1923.  pp.  113-123.  (The  Ohio 
State  University  Bulletin.  Vol.  28,  No.  2.  August  31,  1923.) 

OhfodschooD  aCTt°,U^  °f  a  iGstiuS  Pr°gram  as  carried  out  in  the  Xenia, 

children  as  f  US  H®  been  to  assist  teachers  to  understand 

individual  problems,  to  group  them  according  to  ability,  and 
to  establish  more  or  less  definite  standards  of  attainment. 


Werremeyer,  D.  W.  “The  benefits  of  grouping  students  in  mathe¬ 
matics  on  the  basis  of  ability.”  Proceedings  of  the  Second  An¬ 
nual  Educational  Conference.  Columbus,  Ohio,  Ohio  State  Uni¬ 
versity,  1922.  pp.  300-303.  (The  Ohio  State  University  Bulletin. 
Vol.  27,  No.  16.  March  24,  1923.) 


W,est  Technical  High  School  of  Cleveland,  pupils  in  the  IX-B 
classes  were  classified  in  three  sections  upon  the  basis  of  in- 
lligence  tests,  diagnostic  tests,  and  teachers’  estimates.  Courses  of 
study  were  adjusted  to  the  groups  and  the  material  was  taueht  in  a 
cumulative  way.  The  results  were  successful  and  satisfactory 


Wise,  C.  R.  “Ability  grouping  from  the  administrator’s  viewpoint.” 
Proceedings  of  the  Fourth  Annual  Ohio  State  Educational  Con¬ 
ference.  Columbus,  Ohio,  Ohio  State  University,  1924.  pp.  284- 
287.  (The  Ohio  State  University  Bulletin.  Vol.  29,  No.  2  August 
31,  1924.) 


Indicates  some  °f  the  problems  which  the  program-maker  has  to  over¬ 
come  in  order  to  establish  successful  ability  grouping. 


Part  III.  Supervised  Study4 

Breslich,  E.  R.  “Supervised  study  as  a  means  of  providing  supple¬ 
mentary  individual  instruction.”  Thirteenth  Yearbook  of  this 
Society.  Chicago,  University  of  Chicago  Press,  1914.  Part  I, 
pp.  32-72. 

An  excellent  summary  of  the  experiments  in  supervised  study  which 
have  been  conducted  up  to  the  year  1914.  A  selected  bibliography  of  19 
titles  is  appended. 

Holsinger,  K.  J.  “Periodical  literature  on  supervised  study  during 
the  last  five  years.”  Elementary  School  Journal.  20:146-154. 
October,  1919. 

A  very  helpful  resume  of  24  of  the  best  articles  on  supervised  study, 
as  found  in  periodical  literature  which  have  appeared  since  the  Thir¬ 
teenth  Yearbook  was  published. 


Entries  Contained  in  Neither  of  the  Foregoing  Lists 

Alberty,  H.  B.  Directing  the  study  of  pupils.  Cleveland,  Ohio, 
Cuyahoga  County  Board  of  Education,  1922.  39  pp. 

.  A  suggestive  and  practical  handbook  for  teachers  and  school  admin¬ 
istrators.  Much  of  the  material  is  quoted  from  standard  authorities. 

Armstrong,  R.  D.  “Some  aspects  of  supervised  study  in  history.” 

History  Teacher’s  Magazine.  8:52-59.  February,  1917. 

Excellent  and  detailed  account  of  the  method  used  in  Hammond  In¬ 
diana,  High  School. 

Austin,  Myrtle.  “Supervised  study  in  Idaho  Falls  High  School.” 
Idaho  Teacher,  4:182-183.  December,  1922. 

The  school  day  is  divided  into  six  periods  of  one  hour  each.  One-half 
(or  less)  of  a  period  is  used  for  drill,  testing,  or  recitation;  the  remain¬ 
der  is  devoted  to  assignment  and  supervised  study.  The  study  plan  adopt¬ 
ed  by  the  students  is  included.  * 

Bacon,  F.  L.  “The  eighty-minute  supervised  study  period.”  Ameri¬ 
can  School  Board  Journal.  63:45-46.  September,  1921. 

Describes  the  plan  used  in  the  Meriden,  Connecticut,  High  School.  It 
necessitates  that  all  periods  rotate,  but  this  has  the  special  advantage 
of  providing  that  every  subject  appears  once  each  week  in  the  last  pe- 
riod  of  the  day.  Time  may  easily  be  extended  for  special  work  with  in¬ 
dividual  pupils.  Most  important  result  is  the  uniform  gain  in  scholar 


^The  present  bibhography  is  limited  to  titles  that  do  not  appear  in 
either  the  list  of  19  titles  reported  by  Breslich  or  the  list  of  24  titles  re¬ 
ported  by  Holsinger.  B 
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Beaman,  J.  P.  “Supervised  study.’ 
cember,  1924. 


Ohio  Teacher.  45:160-161.  De- 


tionnaiif °if  ,s^Perv|?ed  study.  Some  of  the  items  of  a  ques- 
nnaire  and  the  tabulated  replies  of  eighteen  principals  are  included. 

Beauchamp,  W.  L.  “A  preliminary  experimental  study  of  technique 
in  the  mastery  of  subject  matter  in  elementary  physical  sci¬ 
ence.”  (In  Studies  in  Secondary  Education,  1.  Chicago,  Univer¬ 
sity  of  Chicago,  1923.  pp.  47-87.  Supplementary  Educational 
Monographs,  No.  24.  January,  1923  ) 

a  -  — ■» 

Beauchamp,  W.  L.  “Supervised  study  in  elementary  physical  sci¬ 
ence.”  School  Review,  32:175-181.  March,  1924 


Belting,  P.  E.  “Supervised  study.”  Educational  Administration  and 
Supervision.  2:160-162.  March,  1917. 

SchSif  description  of  the  method  employed  in  the  Oskaloosa,  Iowa,  High 


Boston  Headmasters’  Association.  Report  on  Supervised  Study 
Boston,  Printing  Department,  1920.  50  pp.  (Boston  Public 
Schools.  School  Document  No.  12,  1920.) 

ClKTa^LSLnh19nWT^tde  \y  th».IJieh  School  Masters’ 

tations  from “opSefto’a  S ioSro  P°ft‘  0t.qa°- 

meSPemSed  StUdy  Seem  t0  0UtWeis:h  its  disadvantages.  A^sefTaS 


BEACEWttL,  Me.  “The  Springfield  laboratory  recitation  plan:  the 
third  degree  in  supervised  study.”  Proceedings  of  the  High 
School  Conference.  Urbana,  Ill.,  University  of  Illinois,  1916. 
pp.  216-227.  (University  of  Illinois  Bulletin.  Vol.  14,  No.  19. 
January  8,  1917.  School  of  Education  Bulletin,  No.  17.') 
Describes  this  plan  by  showing  how  it  works  when  applied  to  geome- 


Breslich,  E.  R.  “Supervised  study  in  mathematics.”  Proceedings 
of  the  High  School  Conference.  Urbana,  Ill.,  University  of  Illi¬ 
nois,  1914.  pp.  247-258.  (University  of  Illinois.  College  of  Edu¬ 
cation  Bulletin,  No.  13.) 
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Summarizes  briefly  typical  experiments  made  to  overcome  the  faults 
of  the  present  system  of  instruction  and  desi.  bes  rather  fully  the  ex¬ 
periments  in  supervised  study  conducted  in  the  University  of  Chicago 
High  School.  The  technique  for  the  administering  of  this  study  class 
and  the  advantages  of  this  type  of  instruction  are  cited. 

Breslich,  E.  R.  “Supervised  study  in  mathematics.”  School  Re¬ 
view.  31:733-747.  December,  1923. 

Although  the  title  of  this  article  is  the  same  as  the  preceding,  the 
article  itself  is  not.  The  author  cites  nine  desirable  study  habits  in  gen¬ 
eral  and  lists  seven  strictly  applicable  to  mathematics.  He  also  dis¬ 
cusses  the  technique  of  supervised  study  and  the  results  of  such  study. 

Brooks,  S.  S.  “Supervised  study.”  (In  his  Improving  Schools  by 
Standardized  Tests.  Boston,  Houghton  Mifflin  Company,  1922. 
pp.  246-273.) 

Explains  the  difficulties  in  connection  with  supervised  study  and  sug¬ 
gests  silent-reading  drill,  the  question  method,  finding  the  topic  of  a  para¬ 
graph,  and  the  construction  of  outlines  as  offering  advantages  in  con¬ 
ducting  this  type  of  instruction.  These  methods  are  illustrated. 

Brown,  J.  S.  “Supervised  and  directed  study.”  (In  National  Educa¬ 
tion  Association.  Addresses  and  Proceedings,  1919.  pp.  594- 
597) ;  also  in  Proceedings  of  the  High  School  Conference. 
Urbana,  Ill.,  University  of  Illinois,  1919.  pp.  50-52. 

A  general  discussion  of  the  theory  of  directed  study. 

Brown,  J.  S.  “Supervised  study.”  Proceedings  of  the  High  School 
Conference.  Urbana,  Ill.,  University  of  Illinois,  1915.  pp.  301- 
305.  (University  of  Illinois.  College  of  Education  Bulletin,  No 
15.) 

A  description  of  the  double  period  plan  of  supervised  study  as  prac¬ 
ticed  in  the  Joliet  Township  High  School.  Special  attention  is  given  to 
modern  language. 

Brown,  W.  Q.  “The  improvement  of  instruction  through  supervised 
study.”  (In  National  Education  Association.  Department  of 
Elementary  School  Principals.  Third  Yearbook,  pp.  245-253. 
Bulletin,  Vol.  3,  No.  4.  July,  1924.) 

An  account  of  two  experiments  in  the  Kennedy  School,  Cincinnati 
Ohio.  The  first  involved  the  construction  and  the  giving  of  a  standard* 
ized  test  to  measure  the  ability  of  pupils  to  study;  the  second  the  organ' 
ization  of  a  seminar  class  of  teachers  for  the  purposing  of  exnerimTmt 
ing  with  the  “mastery  technique”  in  Grades  IV  to  VIII,  inclusive. 

Brown,  W.  W.  “Making  profitable  use  of  the  lengthened  period.” 
School  Review.  32:694-706.  November,  1924. 
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T?eSTthe  g?1Ver*1T.plan  of  supervised  study  as  it  has  been  worked 
+w  i  J^sy11,16.  Wisconsin,  junior  and  senior  high  schools.  States 
®  cl,ass  penod  Of  sixty  minutes  may  be  approximately  divided  as 
twpnT^  V? ,!W6n-y  f1111^63  f or, review>  fifteen  minutes  for  the  assignment, 
mentty"fi  mmutes  for  workmg  out  the  chief  difficulties  of  the  assign- 

Brown,  W.  W.  and  Worthington,  J.  E.  “Supervised  study  in  Wis¬ 
consin  high  schools.”  School  Review.  32:603-612.  October,  1924. 

hiPwwil  °f  nu-  inJestiga+tion  of  supervised  study  in  seven  Wisconsin 

h00lw-  °I3Jf?tlv?  d,ata  mdicate  a  superiority  for  this  type  of  in¬ 
struction.  Five  tables  included.  " 

Burr,  A.  W.  “How  is  supervised  study  doing?”  School  Review.  32: 
224-226.  March,  1924. 

„+ 4  fra1^,  statement  of  conditions  as  found  in  many  schools  in  many 
states,  the.  question  is  raised  whether  or  not  supervised  study  as  at 
present  administered  in  most  schools  should  be  allowed  to  continue. 

Burton,  W.  H.  “The  supervision  of  study.”  (In  his  Supervision  and 
the  Improvement  of  Teaching.  New  York,  D.  Appleton  and  Com¬ 
pany,  1922.  pp.  187-211.) 

appengdTdeto^heSThap0ter?f  ^  Pr°blem-  G°°d  bibIiograpbical  n°tes  are 


Carter,  R.  E.  “Teaching  a  study-habit.”  School  Review.  29:695-706; 

761-775.  November  and  December,  1921. 

Formulates  and  illustrates  by  concrete  examples  some  of  the  impor¬ 
tant  steps  in  teaching  any  given  study-habit.  1 

Cline,  E.  E.  “Directing  learning.”  Education.  45:193-202.  Decem¬ 
ber,  1924. 

A  philosophy  of  directed  learning  is  offered  followed  by  an  outline  of 
suggestive  procedure.  The  various  classroom  activities  that  mav  func¬ 
tion  in  such  a  process  are  cited  and  a  rating  list  is  proposed  for  check¬ 
ing  the  actual  working  of  the  scheme. 


Colvin,  S.  S.  “Supervised  study.”  (In  his  Introduction  to  High- 
School  Teaching.  New  York,  The  Macmillan  Company  1924 
pp.  360-381.) 


The  chapter  treats  of  the  following  phases  of  the  subject:  (1)  reasons 
for  supervised  study,  (2)  objections  to  it,  (3)  forms  of  it,  (4)  purposes 
for  which  the  period  may  be  used,  (5)  fundamental  principles  to  be  em¬ 
phasized  in  the  technique  of  learning,  and  (6)  indirect  results. 


Cubberley,  E.  P.  The  Principal  and  His  School  Boston,  Houghton 

Mifflin  Company,  1923.  pp.  403-410. 

Advice  is  given  as  to  how  to  organize  a  school  for  directed  study  to¬ 
gether  with  some  of  the  required  technique. 
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Day,  G.  A.  “Supervision  of  study  in  the  grades.”  (In  National  Edu¬ 
cation  Association.  Addresses  and  Proceedings,  1919.  pp. 
598-600.) 

.  States  tentative  conclusions  based  on  four  years  of  experimentation 
in  elementary  classrooms. 

Dearborn,  G.  V.  How  to  Learn  Easily.  Boston,  Little,  Brown,  and 
Company,  1916.  227  pp. 

.'f'ke  subtitle  “Practical  hints  on  economical  study”  explains  the  nature 
ot  the  book  quite  exactly. 

Dowell,  E.  S.  “The  attainment  of  good  work  habits  in  the  length¬ 
ened  period.”  Ohio  Teacher.  43:154-157.  December,  1922. 

,,  P,oin1t:s  importance  of  directed  study.  Discusses  the  qualities 

that  should  be  developed  in  the  learner  and  the  agencies  that  can  be 
used  to  attain  this  end.  Believes  that  the  instructor  is  the  determining 
factor  m  success  or  failure,  although  technique  is  not  to  be  ignored. 

Dowell,  E.  S.  “The  use  of  directed  study  in  the  courses  in  social 
science  in  Bucyrus  high  school.”  Ohio  Educational  Monthly. 
73:1-8.  January,  1924. 

A  comprehensive  discussion  of  the  nature  of  directed  study  and  of  the 
organization  of  the  school  for  it. 


Teachers  College 


Dunn,  G.  A.  “The  value  of  supervised  study.’ 

Record.  18:430-437.  November,  1917. 

+°Ut  the  merits  of  directed  and  undirected  study,  an 

ment  WxTS  m£^e  ln  fourth  grade  of  the  public  schools  of  a  town 
system  near  New  York  City.  Results  favored  directed  study. 


Edington,  C.  O.  “The  supervised-study  project.”  Educational  Re¬ 
search  Bulletin,  Ohio  State  University.  2:235-236  October  3 
1923. 


A  preliminary  report  on  the  results  of 
conducted  in  eight  schools  in  Ohio. 


a  project  in 


supervised  study 


Edwards,  A.  S.  “Directed  study.”  South  Carolina  Education.  5-16-17 
May  15,  1924. 


a^ress  before  the  Department  of  Grammar  Grade  Teachers  of 
the  South  Carolina  Teachers  Association  on  the  general  importance  of 

th^dassroom?  t0gether  Wlth  a  suggested  Procedure  for  the  teacher  in 


Farnham,  C.  E.  “Supervised  study.”  Education.  40:171-176.  No¬ 
vember,  1919. 

Discusses  the  theory  and  practice  of  supervised  study. 
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Fordyce,  Charles.  “Supervised  study."  Nebraska  Teacher.  20:209 
210.  January,  1918. 

pe?vfSedSSttdyTnSot  Sh°W  that  ‘here  is  delude  so 

Foster,  H.  H.  “Study  as  self-teaching."  (In  his  Principles  of  Teach 

mg  in  Secondary  Education.  New  York,  Charles  Scribner’^ 
Sons,  1921.  pp.  222-246.) 

nT,^lSoUSSeS  ^he  stu/y  Pr?*>lem  in  general,  with  some  particular  remark 
read^gTappefded  admmistration  of  supervised  study.  Supplementary 

Franks,  T.  H.  “Supervised  study  in  junior  high  school."  Higi 
School  Journal.  5:121-122.  May,  1922. 

In  the  Smithfield,  North  Carolina  Tnninr*  TTirrV»  q  r,  i 

X xr a  great  aid  in 

Gist  A.  S.  “Habits  of  study."  (In  National  Education  Association. 
Department  of  Elementary  School  Principals.  Third  Yearbook 
pp.  254-264.  Bulletin,  Vol.  3,  No.  4.  July,  1924.) 

Study  of  conditions  at  the  B.  F.  Dav  School  Spotflo  Wod,-  ^ 
re latwe  to  what  are  some  of  the  desirable  habits  of  study®  h™ 5uS£°do 
study  when  unsupervised,  and  how  their  habits  may  be  improved  d 

Goodall,  M.  B.  “Supervised  study  and  individual  differences  in  Eng¬ 
lish.”  The  High  School,  Eugene,  Ore.  2:3-5.  December,  1924. 

An  inteiesting  description  of  a  type  of  supervised  <?tndir  •  i  i 

m  the  instruction  of  seventh-grade^upils  o?S ^  vSon  ^  ablnty' 

Hall-Quest,  A.  L.  “The  direction  of  study  as  the  chief  aim  of  the 
high  school.”  (In  Johnston,  C.  H.  ed.  The  Modern  High  School 
New  York,  Charles  Scribner’s  Sons,  1916.  pp.  265-294.) 

studyf6neral  dlscussl0n  of  the  theory  and  practice  of  the  technique  of 

Hall-Quest,  A.  L.  ‘  Present  tendencies  in  supervised  study.”  Ed 
cational  Administration  and  Supervision.  1 :239-256.  April  19:5 
Ascertained  what  the  tendencies  were  in  1915  bv  rarpfniUr  '  •  • 

sawisa? and  by  a  ^ 

Hall-Quest,  A.  L.  Supervised  Study:  a  Discussion  of  the  Study 
Lesson  in  High  School.  New  York,  The  Macmillan  Companv 
1916.  433  pp.  P  y’ 
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Gives  an  excellent  summary  of  the  historical  aspects  of  supervised 
study  and  of  different  theories  and  experiments  concerning  it.  Part  2 
of  the  book  discusses  how  to  supervise  the  study  of  various  high-school 
subjects. 


Hall-Quest,  A.  L.  “Supervised  study  as  a  preparation  for  citizen¬ 
ship.”  Journal  of  Education.  91:3-6.  January  1,  1920. 

Describes  how  the  schools  through  this  type  of  instruction  may  train 
youth  in  how  to  study  the  problems  of  living.  Considerable  attention  is 
paid  to  the  organization  best  adapted  for  such  training. 

Hall-Quest,  A.  L.  Supervised  Study  in  the  Elementary  School.  New 
York,  The  Macmillan  Company,  1924.  473  pp. 

The  most  recent,  contribution  of  the  champion  of  supervised  study. 
Part  1.  is  an  exposition  of  the  general  principles  of  administration  and 
supervision,  Part  2  shows  how  supervised  study  may  be  conducted  in  the 
various  elementary  subjects.  Several  chapters  have  bibliographies  ap- 


Hall-Quest,  A.  L.  “Supervised  study  in  the  grades.”  (In  National 
Education  Association.  Addresses  and  Proceedings,  1920.  pp. 
502-504)  ;  also  in  American  Education.  23 :396-401.  May,  1920. 


A  schedule  based  on  the  principles  of  the  learning  process,  and 

a  lengthened  class  period  arranged  for  on  the  weekly  instead  of  the  dailv 
basis  win  remove  administrative  obstacles.  The  factors  of  study  which 
should  be  taught  pupils  are  listed. 


Hall-Quest,  A.  L.  “Supervised  study,  the  new  administrative 
vision.”  American  School  Board  Journal.  58:25-27.  February 
1919. 


The  individual  pupil’s  study  life  which  is  the  core 
power  must  be  made  to  function  at  its  highest  capacity 
vised  study  explained  and  illustrated. 


of  his  learning 
Types  of  super- 


Hall-Quest,  A.  L.  “Teaching  by  supervision.”  Schoolmen’s  Week 
Proceedings.  Philadelphia,  The  Press  of  the  University  of  Penn¬ 
sylvania,  1918.  pp.  239-245.  (University  of  Pennsylvania  Bulle¬ 
tin.  Yol.  18,  No.  5.  June,  1918.) 


A  description  of  supervised  study  as  a  type  of  the  laboratory  method 
of  study.  Its  technique  is  ably  discussed. 


Hall-Quest,  A.  L.  “The  training  of  teachers  to  supervise  study.” 
Educational  Administration  and  Supervision.  7:160-165  March 

1921. 


A  description  of  the  method  employed  by  the 
to  provide  this  training. 


University  of  Cincinnati 
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Handschin,  C.  H.  “Individual  differences  and  supervised  study/’ 
(  n  his  Methods  of  Teaching  Modern  Languages.  Yonkers-on- 
Hudson,  N.  Y.,  World  Book  Company,  1923.  pp.  261-285.) 

riefer  account  in  Modern  Language  Journal.  3:158-173  Jan¬ 
uary,  1919. 

HANoo  olRoEST‘  “Supervised  study  in  English.”  School  Review. 
32:356-363.  May,  1924 

Hansen,  E.  L.  E.  “How  to  find  time  for  supervised  study  in  a  rural 

school.”  Wisconsin  Journal  of  Education.  57:4-6.  September 
1924.  ’ 

Heckert,.  J.  w.  “The  effects  of  supervised  study  in  English  com¬ 
position.  Journal  of  Educational  Research.  5:368-380.  May, 

.  investigation  conducted  with  the  ninth  ptsHa  wit 

"SK3  fSy  if f PT  M  ™ 

as?8  5 

Hickle,  Carey.  “Supervised  study  and  individual  opportunity” 
Porto  Rico  School  Review.  2:25-28.  April,  1918;  2:27-32.  Mav 
1918;  3:25-35.  May,  1919. 

Hickson,  D.  M.  “Supervised  study  and  rotating  periods”  Ohio 
Teacher.  44:9-11.  September,  1923;  also  in  Ohio  Educational 
Monthly.  72:255-260.  October,  1923;  and  in  Educational  Re¬ 
search  Bulletin,  Ohio  State  University.  2:320-323.  November  28 
1923. 

SchoTibK  the  system  OS  “  operates  in  the  Lancaster,  Ohio,  High 
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High  School  Masters’  Club  of  Massachusetts.  Supervised  Study  and 
the  Longer  School  Day .  Boston,  Massachusetts  State  Board  of 
Education,  1918.  40  pp.  (The  Commonwealth  of  Massachusetts 
Bulletin  of  the  Board  of  Education,  1918.  No.  3.  Whole  No.  94.) 

Conclusions  of  a  committee  appointed  to  report  on  the  extent  to  which 
supervised  study  had  been  adopted  in  the  United  States  and  the  length 
of  the  school  day  in  typical  high  schools.  The  data  are  valuable. 

Hughes,  W.  H.  “Standardizing  procedure  in  combination  system  of 
supervised  study,  varying  scope  of  work,  and  weighted  credit.” 
Journal  of  Educational  Research.  2:547-556.  September,  1920. 

Sets  forth  some  of  the  methods  employed  in  the  Riverview  Union 
High  School,  Antioch,  California,  in  administering  this  combination  plan. 
Teachers  and  student  body  are  stated  to  be  enthusiastic  over  the  plan 
and  its  possibilities. 

Johnson,  F.  W.  “Supervised  study.”  Proceedings  of  the  High 
School  Conference.  Urbana,  Ill.,  University  of  Illinois,  1914. 
pp.  78-84.  (University  of  Illinois.  College  of  Education  Bulletin, 
No.  13.) 

Gives  experimental  data  and  definite  conclusions. 

Johnston,  C.  H.  and  Others.  “Supervised  study.”  (In  their  Junior- 
Senior  High-School  Administration.  New  York,  Charles  Scrib¬ 
ner’s  Sons,  1922,  pp.  201-217.) 

A  general  treatment  of  the  subject. 

Johnston,  W.  H.  “Supervised  study  in  the  high  school  and  the 
seventh  and  eighth  grades.”  Chicago  Schools  Journal.  6:325- 
328.  May,  1924. 

Outlines  very  clearly  a  procedure  which  could  well  be  followed  in 
teaching  the  technique  of  a  specific  study-habit. 

Judd,  C.  H.  “Teaching  students  to  study.”  (In  his  Psychology  of 
High-School  Subjects.  Boston,  Ginn  and  Company,  1915.  pp. 
436-472.) 

Excellent  discussion  about  how  to  study  and  how  to  organize  intellec¬ 
tual  material.  Emphasizes  the  fact  that  it  is  more  important  to  train 
the  strong  student  than  the  weak  or  mediocre  student. 

Kelly,  D.  J.  “Administrative  problems  in  supervised  study.”  (In 
National  Education  Association.  Addresses  and  Proceedings 
1919.  pp.  601-602.) 

Discusses  how  to  organize  and  install  a  practicable  scheme  for  the 
supervision  of  study. 
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Kitson,  H.  D.  How  to  Use  Your  Mind.  2d  ed.  Philadelphia,  J  B 
Lippincott  Company,  1921.  253  pp. 

belted  %  “ftSoS  aV“I,able  l0r”  meth0ds  °£  which  may 

Kornhauser,  a.  w.  How  to  Study.  Chicago,  The  University  of  Chi¬ 
cago  Press,  1924.  44  pp. 

«ti5i^^U?1TC#nitain-i?fir  su?^estions  for  students  on  the  technique  of 
study  and  helptul  guidance  m  the  formation  of  good  study  habits^ 

Lappin,  J.  C.  “Supervised  study.”  Ohio  Educational  Monthly.  68:3-7, 
46-50.  January  and  February,  1919. 

th?tlacher.different  PlanS  Which  are  in  use‘  Contains  good  advice  for 


Lewerenz,  Amanda.  “A  half  year’s  trial  of  supervised  study.” 
Proceedings  of  the  High  School  Conference.  Urbana,  Ill.,  Uni¬ 
versity  of  Illinois,  1917.  pp.  274-277.  (University  of  Illinois 
Bulletin.  Vol.  15,  No.  15.  December  10,  1917.  School  of  Educa¬ 
tion  Bulletin,  No.  19.) 


Illinois,  method  of  supervised  study.  Gives  a 
detailed  account  of  the  results  of  such  study  in  a  first-year  German  class. 

McGregor,  A.  L.  Supervised  Study  in  English.  New  York,  The 
Macmillan  Company,  1921.  220  pp. 

Devoted  to  the  special  technique  necessary  for  supervised  studv  in 
English.  Planned  primarily  for  junior-high-school  classes  where  the 
engthened  period  of  sixty,  seventy,  or  eighty  minutes  prevails.  The 
type  lessons  included  illustrate  concretely  the  application  of  the  method. 


Martin,  A.  S.  “A  high-school  day  of  six  hours  and  directed  study.” 
American  School  Board  Journal.  53:23,  71-72.  October,  1916. ' 
An  account  of  the  experiment  at  Norristown,  Pennsylvania. 


Mason,  W.  L.  “A  new  system  of  supervised  study.”  Education.  38: 
117-120.  October,  1917. 


Describes  very  briefly  the  different  systems  in  vogue  an. 
some  of  the  striking  results  following  their  introduction. 


points  out 


Mason,  W.  R.  “Supervised  study  for  vocational  students.”  Industrial 
Arts  Magazine.  9 :404-405.  October,  1920. 


The  Altoona,  Pennsylvania,  High  School  divides  the  class  period  for 
vocational  courses  as  follows:  five  minutes  for  review,  fifteen  minutes 
for  recitation,  and  twenty  minutes  for  studying  the  assignment 
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Miller,  H.  L.  Directing  Study.  New  York,  Charles  Scribner’s  Sons. 
1922.  377  pp. 

Presents  various  illustrative  procedures,  provides  a  theory  and  a  plan 
of  organization  of  classroom  work,  indicates  ways  of  dealing  with  indi¬ 
viduals  of  varying  achievements  in  the  same  group,  suggests  shifts  from 
the.  traditionally  assigned  lesson  to  directed  and  controlled  classroom 
activity  (study),  moves  steadily  from  classified  groups  to  individual  ac¬ 
tivity  and  the  cooperating  spirit,  and  proposes  that  pupils  be  taught  bv 
being  given  things  to  do.  An  excellent  book. 


Miller,  H.  L.  and  Johnston,  Dorothy.  “Directing  study  for  mas¬ 
tery.”  School  Review.  30:777-786.  December,  1922. 

While  the  article  is  primarily  concerned  with  presenting  a  procedure 
by  means  of  which  students  may  gain  a  sense  of  mastery  of  subject  mat¬ 
ter^  it  also  suggests  helpful  ways  of  dealing  with  individuals  of  varvine 
achievements  in  the  same  class  group. 


Minor,  Ruby,  “Supervised  study  in  the  elementary  school.”  School 
and  Home  Education.  39:168-170.  March,  1920. 

Excellent  brief  discussion  of  the  main  points  at  issue. 


Minor,  Ruby.  “Supervising  the  study  period.”  (In  her  Principles  of 
Teaching  Practically  Applied.  Boston,  Houghton  Mifflin  Com¬ 
pany,  1924.  pp.  147-162.) 


•  genera^  discussion  of  the  importance  and  need  of  supervised  studv 
in  the  elementary  grades.  Its  organization  is  considered. 


Mitchell,  Howard.  “Supervised  study  in  modern  languages.”  Edu¬ 
cation.  38:385-387.  January,  1918. 

Practical  suggestions  as  to  how  supervised  study  mav  be  used  advnn 
tageously  in  modern  language  teaching.  y  advan' 


Monroe,  W.  S.  and  Mohlman,  D.  K.  Training  in  the  Technique  of 
Study.  Urbana,  Ill.,  University  of  Illinois,  1924.  66  pp.  (Uni¬ 
versity  of  Illinois  Bulletin.  Vol.  22,  No.  2.  September  8,  1924. 

Bureau  of  Educational  Research,  College  of  Education.  Bulletin 
No.  20.) 


bulletin?^ ‘S  “d  “  annotated  bibliography  add  to  the  use®  utai 


Moore,  J.  G.  “Supervised  study.”  Proceedings  of  the  High  School 
Conference.  Urbana,  Ill.,  University  of  Illinois,  1914,  pp.  72-78. 
(University  of  Illinois.  School  of  Education  Bulletin,  No  13  ) 
cities. account  of  three  experiments  in  supervised  study  in  three  different 
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Morris,  F.  A.  “Some  experiments  in  supervised  study.”  American 
School  Board  Journal.  55:31.  November,  1917. 

;  _  sccount  of  three  different  methods  of  conducting  supervised  study 

The  individual  pupil  ™  bette? 

Morrison,  H.  C.  “Supervised  study.”  School  Review.  31:588-603. 
October,  1923. 

Excellent  discussion  of  the  theory  and  practice  of  supervised  study. 

Nielson,  C.  H.  “An  innovation  in  supervised  study.”  School  Review 
25:220.  March,  1917. 

.  two  chief  features  of  this  scheme  are  to  aid  pupils  who  are  falling 
behind  m  their  work  and  to  teach  classes  how  to  study,  by  setting  as^df 
one  of  the  seven  daily  periods  as  a  “deficiency  period”  and  by  adding 
one  period  more  to  the  school  day.  y  ucnng 

Nutt,  H.  W.  “Supervised  study.”  (In  his  Supervision  of  Instruction. 
Boston,  Houghton  Mifflin  Company,  1920.  pp.  181-192.) 

Brief  statement  of  the  essentials.  Contains  outlines  suggestive  of  the 
and Tmake  u'pwS  “  gr°Up  StUdy’  in  individual  study  conferences, 

Nutt,  H.  W.  Supervision  of  the  study  habits  of  high-school  pupils.” 

(In  his  Principles  of  Teaching  High-School  Pupils.  New  York, 

The  Century  Company,  1922.  pp.  295-323.) 

A  good  general  discussion  of  the  principles  and  practices  involved  in 
the  guidance  of  the  learning  efforts  of  pupils.  invoivea  in 

Parker,  S.  C.  “Supervised  study.”  (In  his  Methods  of  Teaching  in 

High  Schools.  Boston,  Ginn  and  Company,  115,  pp.  301-417.) 

,,  A  g°?d  statement  of  the  practices  of  supervised  study.  Consult  also 
the  author’s  Exercises,  pp.  E203-215. 


Perman,  A.  A.  “Adventures  in  supervised  study.’ 
cation.  98:490-492.  November  15,  1923. 


Journal  of  Edu- 


A  general  description  of  the  status  of  supervised  study  in  several  high 
?sChexplainId  6  SCh°01  organizatlon  Providing  for  this  type  of  instruction 

Phillips,  E.  D.  “Supervised  study.”  American  School  Board  Jour¬ 
nal.  62:39.  April,  1921. 

Defines  supervised  study  as  teaching  how  to  study,  properly  assigning 
the  lesson,  and  then  supervising  the  work  of  each  pupil  as  he  attemntf 
to  master  the  assignment  at  his  seat.  Lists  its  advantages  and  Sd 
tSrS'ts  Summarizes  the  different  P^ns  in  operation  and  evaluates’ 
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Philips,  H.  S.  “Report  of  a  committee  on  junior  high  schools,  Den¬ 
ver,  Colorado.”  Elementary  School  Journal.  23:13-24.  Septem¬ 
ber,  1922. 

Results  of  a  questionnaire  study  concerning  the  school  day,  supervised 
S  u  i  anr  advi»ory  Peri°ds,  procedure,  etc.,  answered  by  sixty-three 
school  systems.  Data  secured  from  Denver  teachers  also  recorded.  There 
are  nine  tables. 


Pickell,  F.  G.  “Supervised  study  in  the  Lincoln  high  school.” 
Nebraska  Teacher.  21:  16-18.  September,  1918. 

After  a  study  of  the  systems  used  in  about  forty  cities,  a  plan  was 
adopted  which  involved  a  school  day  of  four  eighty-minute  periods,  one 
ot  which  is  a  shifting  period  on  four  days  each  week.  Other  items  of 
organization  and  administration  are  described. 

Pieper,  C.  J.  “Supervised  study  in  natural  science.”  School  Review. 
32:122-133.  February,  1924. 

Describes  the  procedure  in  the  University  High  School  of  the  Univer¬ 
sity  ot  Chicago  States  clearly  what  is  being  done  under  the  pre-test, 
assimilation,  organization,  and  final  recitation  phases  of  the 
work,  tables  and  illustrations  included. 

Porter,  H.  V.  “Supervised  study  in  biology.”  Proceedings  of  the 
High  School  Conference.  Urbana,  Ill.,  University  of  Illinois, 
1923.  pp.  103-107.  (University  of  Illinois  Bulletin.  Vol.  21,  No. 
25.  February  18,  1924.) 

An  interesting  discussion  of  the  differences  between  two  classes  in 
biology,  the  one  having  a  laboratory  period  every  day  and  doing  all  of 
is  studying  and  reciting  in  class,  the  other  having  the  traditional  two 
double  periods  a  week.  Supervised  study  now  prevails  in  all  the  science 

nois^  High  Schoeolthll'd  °f  th&  classes  in  other  subJects  in  the  Athens,  Illi- 


School  Re- 


Reavis,  W.  C.  “The  administration  of  supervised  study. 
view.  32:413-419.  June,  1924. 

cies  and  suggests  the  procedure' ^Tthe^uXer^iTy *^1^  S^chooftf^the 

SSTOJSSSST  m”e  nearIy  5“ppW”E  the  id->  «■**£  & 


Rorem,  S.  0.  “Supervised  study  as  a  school  project.’ 
Clearing  House.  1:23-34.  April,  1920. 


Junior  High 


Supervised  study  is  of  special  value  in  the  junior  high  school.  Su?- 
gests  what  should  be  done  and  how  it  should  be  done.  '  ^ 


Ross,  Carmon.  The  problem  of  supervised  study  in  the  grades  ” 
Pennsylvania  School  Journal.  67:474-480.  April,  1919;  also  in 
Education.  39:457-470.  April,  1919. 
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Considers  these  three  phases  of  supervised  study:  (1)  what  it  is:  (2) 
the  grades^63  aiU^  °^'ec^ons  >  and  (3)  problems  of  introducing  it  into 


Sampson,  C.  H.  “Supervised  study.”  American  School  Board  Jour¬ 
nal.  65:70,  72.  July,  1922. 


Explains  that  supervised  study  is  a  “leading-on” 
pecially  helpful  for  pupils  with  individual  problems. 


process  which  is  es- 


Sandwick,  R.  L.  How  to  Study  and  What  to  Study.  New  York,  D.  C. 
Heath  and  Company,  1915.  170  pp. 

Discusses  the  principles  of  study.  Students  will  find  the  last  half  of 
the  book  of  special  help. 


Sexton,  J.  W.  “Training  teachers  to  supervise.”  (In  National  Edu¬ 
cation  Association.  Addresses  and  Proceedings,  1919.  pp.  602- 
606.) 

The  first  and  most  important  step  is  to  gain  from  the  teachers  a  sym¬ 
pathetic  attitude  toward  the  supervision  of  study.  Suggests  the  neces¬ 
sary  procedure  to  gain  this  end.  Then  the  technique  of  supervised  studv 
must  be  mastered. 


Simpson,  M.  E.  Supervised  Study  in  American  History.  New  York, 
The  Macmillan  Company,  1921.  278  pp. 

Describes  in  detail  just  how  the  author  actually  used  this  method  in 
teaching  history.  The  principles  involved  become  very  apparent  in  the 
various  lesson  illustrations  which  are  offered. 

Smith,  R.  R.  “Supervised  study  in  the  Joliet  Township  High 
School.”  American  School  Board  Journal.  58 :33, 80.  March 
1919. 

Describes  the  Joliet  double  period  plan  of  supervised  study.  Recom¬ 
mends  that  the  first  period  be  used  for  study,  the  second  for  recitation 
Total  time  is  seventy  minutes. 

Snow,  W.  B.  “Supervised  study.”  Boston  Teachers  News  Letter. 
12:  14-18.  February,  1924. 

Describes  certain  plans  of  organization  which  make  a  supervised  studv 
period  possible  and  points  out  the  special  value  of  the  Boston  High 
School  system.  B 


Stetson,  P.  C.  “A  survey  of  supervised  study.”  American  School 
Board  Journal.  54:19-20,  85-86.  June,  1917. 

A  summary  of  some  of  the  notable  experiments  which  have  been  made 
Results  seem  to  justify  its  use  in  meeting  individual  differences. 
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Stormzand,  M.  J.  “Study  and  supervised  study.”  (In  his  Progres¬ 
sive  M ethods  of  Teaching.  Boston,  Houghton  Mifflin  Company, 
1924.  pp  88-139.) 

h0wg<in!r  aI  tr<ratmeJlt  of  the  meaning  and  forms  of  study  followed  by  a 
helpful  discussion  of  supervised  study.  9 

Strayer,  G.  D.  and  Norsworthy,  Naomi.  “How  to  study.”  (In  their 
How  to  Teach.  New  York,  The  Macmillan  Company,  1922  pp 
220-233.) 

Excellent  discussion  of  the  various  types  of  study. 

Sumner,  S.  C.  Supervised  Study  in  Mathematics  and  Science.  New 
York,  The  Macmillan  Company,  1922.  241  pp. 

Discusses  the  special  methods  needed  in  the  teaching  of  mathematics 
and  science.  Contains  also  many  suggestions  and  helpful  type  lessons. 

Supervised  language  study.”  Proceedings  of  the  High  School  Con¬ 
ference.  Urbana,  Ill.,  University  of  Illinois,  1915.  pp.  296-301. 
(University  of  Illinois.  College  of  Education  Bulletin,  No.  15.) 

Hr^ePT^  °ffth,e  ^esalts  °f  the  Committee  of  the  Modern  Language  Sec¬ 
tion.  The  study  is  based  on  a  questionnaire.  s  s  oec 

Thomas,  F.  W.  Training  for  Effective  Study.  Boston,  Houghton 
Mifflin  Company,  1922.  251  pp. 

Since  the  study  period  is  as  important  a  factor  in  a  child’s  education 

V  VT  /nfvTT11  period’  e.9ual  attention  should  be  given  them.  Chapters 
V,  VI,  and  VII  are  especially  helpful  for  supervised  study.  P 

Waples,  Douglas.  “The  study-recitation.”  (In  his  Procedures  in 
High-School  Teaching.  New  York,  The  Macmillan  Company 
1924.  pp.  120-137.) 

Defines  this  type  of  procedure  and  considers  these  auestions-  “CnTi  the 
conventional  recitation  procedure  give  satisfactorv  reo,u+f?Sr'  °  m 
study  effectively  in  class?  How  can  the  tS  pupils 

tween  the  individual  and  the  group?”  and  “What  are  the  chief 
to  be  expected  in  adopting  this  procedure?”  chlef  Acuities 

Whipple,  G.  M.  How  to  Study  Effectively.  Bloomington,  Ill.,  Public 
School  Publishing  Company,  1916.  44  pp. 

A  set  of  thirty-eight  rules  on  the  technique  of  studying  with  W 

Sifp  7  conm,ent  *° make  them  readilr  % 

White  E.  A.  “An  experiment  in  supervised  study.”  Educational 
Administration  and  Supervision.  1 :257-262.  April,  1915 
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Describes  the  system  of  supervised  study  as  it  operates  in  the  Kansas 
Oity  Kansas,  High  School.  The  schedule  of  classes,  1914  and  1915,  is 
included. 


Wiley,  J.  A.  Practice  Exercises  in  Supervised  Study  and  Assimila¬ 
tive  Reading:  a  Guide  for  Directing  the  Information  of  Effi¬ 
cient  Study  Habits.  Cedar  Palls,  Iowa,  The  Author,  1922.  112 
pp. 


This  manual  “outlines  a  technique  in  teaching  pupils 
subject  which  involves  the  use  of  textbook  material.” 


to  study  any 


Wilson,  H.  B.  Training  Pupils  to  Study.  Baltimore,  Warwick  and 
York,  1917.  70  pp.;  also  in  Atlantic  Educational  Journal. 
12:419-427,  475-481.  April  and  May,  1917. 


Analytical  presentation  of  ten  factors  in  study,  with  definite  applica¬ 
tions  to  lessons.  Very  practical  and  detailed  lesson  plans,  which  are  the 
complete  reports  of  work  actually  done. 


Young,  Ella  and  Simpson,  M.  R.  “A  technique  for  the  lengthened 

period.”  School  Review.  30:199-204.  March,  1922. 

An  excellent  discussion  of  the  sixty-two  minute  period  as  used  m  the 
Bueyrus,  Ohio,  High  School. 


Part  IV.  Differentiated  Curricula  and  Courses  of  Study  5 

Helpful  books  on  elementary  and  secondary  school  curricula.” 
Research  Bulletin  of  the  National  Education  Association. 
1:338-343.  November,  1923. 

AmJ,1Stwv,58  ube?t”  book,s  seIected  on  the  judgment  of  25  educators. 

b°0kiS  are  chl,efly  concerned  with  the  problem  of  building 
dividual  H  ffpUdy  and  cFricula,  they  recognize  the  basic  principle  of  in? 
a  phnnw  ff( 2rences  and  take  cognizance  of  them.  Several  books  devote 
a  chapter  or  more  to  discussing  this  differentiation  in  detail.  The  se- 

its  tm“iTp°efiCd  E.°8raphy  foUowi"S  ““  list  ™b“ble.  None  of 

Henry,  T.  S.  “Annotated  bibliography  on  gifted  children  and  their 
education.”  Twenty-Third  Yearbook  of  this  Society.  Blooming¬ 
ton,  Ill.,  Public  School  Publishing  Company,  1924.  Part  I 
pp.  389-443. 

fnAnaeXCf-lent  bibliography  of  over  450  titles  covering  quite  thorough!  v 
^e. education  of  gifted  children.  Many  of  its  entries  will  discuss  the 
enriched  curriculum  and  course  of  study  as  the  best  provision  which  the 

duplicate  Its^tltlesf01  “*  SUperi°r  Child-  The  *>“**■«  U*  *£  £ 

Alltucker,  M.  M.  “Building  the  curriculum.”  Journal  of  the  Na¬ 
tional  Education  Association.  13:67-68.  February,  1924. 

°9  tbe  ffctors.  involved  is  the  measurement  or  estimation  of  each 
lids  physical,  social,  moral,  and  mental  worth  and  the  subsennent 

of  children.  C°UrSeS  °f  StUdy  t0  meet  the  needs  of  different  groups 

Anthony,  K.  M.  “Adapting  school  procedure  to  individual  differ¬ 
ences  in  children.”  Virginia  Journal  of  Education.  14:43-45 
October,  1920. 

Ayres,  L.  P.  “Differentiation  in  courses  of  study.”  Journal  of  Educa¬ 
tion.  79:317-318.  March  19,  1914. 

“Great  difference  in  inherent  ability  of  children  aier  . .  , 

our  courses  because  our  children  are  differentiated  bv  lff®rentiat.e 

s°n  °f  ability  °£  best  in  lower  grade,  wlth  ^orest  in  Cer  graTsT' 

5The  bibliography  here  does  not  cite  anv  of  the  58  nu0„t  i  „ 
tioned  in  the  first  reference  nor  any  of  the7 more  than  1  T?' 

Henry  in  the  second  reference  in  Part  IV.  ddes  bsted  by 
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Bagley,  W.  C.  “Differentiated  curriculum  versus  common  elements.” 
School  and  Home  Education.  35:215-218.  March,  1916;  also  in 
National  Education  Association.  Addresses  and  Proceedings, 
1916.  pp.  958-965. 

“Carefully  selected,  rigorously  tested  common  elements  should  form 
the  core  of  every  seventh-  and  eighth-grade  program.  Around  these 
should  be  built  the  differentiations,  the  diversified  offerings,  but  no  one 
should  be  permitted  to  escape  the  common  elements.” 

Bagley,  W.  C.  “Principles  justifying  common  elements  in  the  school 
program.”  Proceedings  of  the  High  School  Conference.  Urbana, 
Ill.,  University  of  Illinois,  1914.  pp.  9-21.  (University  of  Illinois. 
School  of  Education  Bulletin,  No.  13.) 

While  the  author  justifies  differentiated  curricula,  he  believes  that  it 
has  sometimes  been  practiced  to  excess.  Shows  that  a  certain  measure 
of  uniformity  is  essential,  that  it  furnishes  one  rather  definite  standard 
for  selecting  common  elements,  and  does  not  unduly  interfere  with  de¬ 
sirable  differentiation. 

Bobbitt,  Franklin.  “Differentiation  of  courses.”  (In  his  What  the 
Schools  Teach  and  Might  Teach.  Cleveland,  Ohio,  The  Survey 
Committee  of  the  Cleveland  Foundation,  1915.  pp.  98-100.) 

Describes  what  differentiation  of  courses  was  to  be  found  in  the  Cleve¬ 
land  schools  at  the  time  the  survey  was  made. 

Brooks,  E.  C.  “The  need  of  a  new  educational  content.”  Journal  of 
Education.  79:512-513.  May  7,  1914. 

Burk,  Frederic.  “Our  high-school  curriculum:  what  shall  we  do 
about  it?”  Western  Journal  of  Education.  18:3-6.  May  19, 
1912. 

“A  discussion  of  the  high-school  curriculum  based  on  results  of  an 
entrance  examination  for  the  San  Francisco  State  Normal  School.” 

Bye,  E.  C.  “A  composite  course  in  social  science.”  Historical  Out¬ 
look.  14:145-147.  April,  1923. 

A  description  of  the  course  in  the  Coatesville,  Pennsylvania,  High 
School.  It  is  comprehensive  and  flexible  so  that  it  may  meet  the  needs 
of  pupils  who  expect  to  go  to  college  and  those  who  do  not. 

Clark,  M.  G.  “What  may  and  must  we  add  to  the  conventional 
course  of  study  by  way  of  differentiation?”  (In  Iowa  State 
Teachers  Association.  Proceedings,  1916.  pp.  104-109.) 

Asserts  that  the  “common  pabulum”  must  be  more  than  minimal  es¬ 
sentials.  Discusses  several  types  of  enriching  possibilities. 
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Clement,  J.  A.  “The  business  of  scientific  curriculum-making  in 
secondary  education.”  Educational  Administration  and  Super¬ 
vision.  9 :357-366.  September,  1923 ;  also  in  School  Science  and 
Mathematics.  24:121-130.  February,  1924. 

Discusses  the  four  factors  involved  in  reconstructed  secondary  educa- 
differe°ncesfaCt°r  beinS  the  adaPtation  of  subject  matter  to  individual 


Coffman,  L.  D.  “Differentiated  curriculums  versus  common  ele¬ 
ments.”  School  and  Home  Education.  35:213-215.  March,  1916; 
also  in  American  School.  2:264-266.  September,  1916;  and  in 
National  Education  Association.  Addresses  and  Proceedings 
1916.  pp.  953-958. 

Believes  that  too  much  attention  has  been  paid  to  differences  in  indi¬ 
viduals  and  not  enough  to  their  likenesses.  Advocates  an  enriched  and 
socialized  curriculum  which  retains  the  common  elements  as  its  core. 

Collins,  J.  ,V.  “Adaptation.”  Educational  Review.  51:286-294. 
March,  1916. 

Outlines  a  system  by  which  students  may  be  adapted  to  courses  as  well 
as  courses  to  students. 


Counts,  G.  S.  “Parental  occupation  and  the  course  of  study.”  (In  his 
Selective  Character  of  American  Secondary  Education.  Chicago, 
University  of  Chicago,  1922.  pp.  55-73.  Supplementary  Educa¬ 
tional  Monographs,  No.  19.) 


A  study  showing 
groups  reacted  to  the 
schools  of  four  cities. 


how  children  coming  from  various  occupational 
different  curricula  which  were  offered  in  the  high 


Coxe,  W.  W.  “School  variation  in  general  intelligence.”  Journal  of 
Educational  Research.  4:187-194.  October,  1921. 


A  study  which  revealed  the  differences  in  the  general  intelligence  of 
the  pupils  in  24  sixth  grades  in  24  elementary  schools  in  Cincinnati 
Ohio  and  also  showed  the  extent  to  which  schools  themselves  differ  ?n 
the  type  of  their  pupils.  Compares  these  facts  with  the  type  of  com¬ 
munity  served  and  concludes  that  courses  of  study  and  curricula  shouTd 
be  adjusted  to  meet  varying  conditions.  w 


“Curriculum  brings  teachers  big  job.”  School  Bulletin,  Kansas  City, 
Kansas.  2:1.  February,  1924. 


•  buUd  a  course  of  study  which  will  take  into  account  the 

individual  differences  of  pupils  by  outlining  courses  of  study  for  g^nS 
of  high,  medium,  and  low  levels  of  intelligence.  3  groups 
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‘The  curriculum.”  School  Index.  10:270-271.  May 


Dickson,  V.  E.  “Differentiation  of  courses  to  meet  needs  of  pupils 
of  different  levels  of  ability.”  (In  National  Education  Associa¬ 
tion.  Department  of  Superintendence.  Second  Yearbook.  Wash¬ 
ington,  The  Association,  1924.  pp.  201-206.) 

deTClo^°th!f«f;vCalif0rnia;  pubIic  schools  .^e  following  plan  is  being 
•KrwV  t  %  segregation  of  pupils  into  ability  groups,  the  differentia 

“Differentiation  of  the  curriculum  to  meet  individual  needs  of 
pupils.  (In  National  Education  Association.  Department  of 
Superintendence.  Second  Yearbook.  Washington,  The  Associa¬ 
tion,  1924.  pp.  193-200.) 

n«i+nS+i?lp0S1U™-by  so,™e,  of  the  Ieading  educators  in  the  United  States 
3&2&K”“  Wh'Ch  iS  made  “  their  “h~1  for  currtog 

Downer,  John. 

2,  1924. 

In  a  general  discussion  of  the  principles  and  factors  e-nveruino- 
lection  and  organization  of  curriculum  material,  the  author  p^LtTout 

He  iimstratP ' Ch  °f  .?.daptm£  thls  material  to  the  differences  in  children 
He  illustrates  by  citing,  as  examples,  the  Dalton  and  Winnetka  plans 

Elson,  W.  H.  and  Bachman,  F.  P.  “Different  courses  for  elemen¬ 
tary  schools.”  Educational  Review.  39:357-364.  April,  1910 
,el.em+e.ntary  school  should  provide  different  courses’  of  studv 
children.  ^ The'pian *1,  deSrf?  and  °*  pa rti cuIar  of 

Elson,  W.  H.  and  Bachman,  F.  P.  “Need  of  different  elementary 
school  courses.”  Elementary  School  Teacher.  10:202-203.  De¬ 
cember,  1909. 

Describes  three  ways  of  providing  dual  work  in  the  elementarv  school 
These  courses  are  for  children  who  intend  to  continue  their  schSinfand 
for  those  who  expect  to  attend  no  other  school.  oonng  and 

Felter,  W.  L.  “On  reconstructing  the  curriculum  in  secondary 
schools.”  Educational  Review.  48:37-48.  June,  1914. 

Would  include  courses  of  study  which  reflect  the  activities  found  in 
society,  industrial  and  commercial.  Advocates  separate  courses  for  bovs 

schooS.  ’  ble  CUrnCUla’  Sh0rter  C0urses’  and  ™re°?Ss  of  high 


Francis  W.  Parker  School  of  Chicago.  The  Individual  and  the 
Curriculum.  Chicago,  Francis  W.  Parker  School,  1920.  158  pp 
(Studies  in  Education,  Vol.  6.) 
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Realizing  the  need  of  new  materials  for  the  curriculum,  the  faculty  of 
this  school  published  this  study  which  contains  a  number  of  interesting 
experiments  on  the  adaptation  of  the  curriculum  to  the  individual.  The 
methods  and  materials  used  are  within  the  scope  of  the  average  class¬ 
room. 

Frazier,  C.  R.  “Should  elementary  school  work  be  differentiated  to 
meet  individual,  social,  and  industrial  needs,  and  how,  and  what 
ways  and  means  are  available  for  fitting  school  work  to  those 
needs  satisfactorily?”  (In  Washington  Educational  Association. 
Proceedings,  1916.  pp.  68-74.) 

Gambrill,  J.  M.  “Experimental  curriculum-making  in  the  social 
studies.”  Historical  Outlook.  14:384-406.  December,  1923;  15: 
37-55.  January,  1924. 

In  this  report  of  an  extended  investigation  of  the  leading  experimental 
schools,  considerable  data  will  be  found  on  the  adjustments  which  are 
being  made  for  individual  differences  of  pupils. 

Glass,  J.  M.  Curriculum,  Practices  in  the  Junior  High  School  and 
Grades  V  and  VI.  Chicago,  The  University  of  Chicago,  1924. 
181  pp.  (Supplementary  Educational  Monographs,  No.  25.  No¬ 
vember,  1924.) 

The  results  of  an  investigation  of  the  curriculum  practices  in  fourteen 
municipal  school  systems.  The  core  curriculum,  elective  courses  and 
subject  divisions  of  the  constants  are  carefully  considered.  Contains 
many  excellent  tables. 


Glass,  J.  M.  “Status  of  the  junior-high-school  differentiation  of 
curricula.  Seventh  Yearbook  of  the  National  Association  of 
Secondary-School  Principals.  Cicero,  Ill.  The  Association,  1923. 
pp.  34-40. 

The  junior-high-school  program  of  studies  has  been  designated  as  a 
constants-with-vanables  curricula”  as  best  defining  the  plan  of  con¬ 
stants  and  electives  which  generally  prevails.  There  is  a  shift  of 
emphasis,  however,  from  differentiation  to  guided  exploration  as  pre¬ 
paratory  to  secondary  education. 


Grady,  W.  E.  “Curriculum-making.”  Psychological  Clinic.  7:57-67. 

May,  1913. 

In  regard  to  the  revision  of  the  New  York  City  courses  of  study,  sug¬ 
gests  that  varied  minimal  courses  be  outlined  and  tried  in  different  parts 
°u  ,clty  they  ?re  best  adapted.  Variations  should  also  be 

allowed  for  the  differences  m  ability,  length  of  school  career,  etc.,  within 
the  group  of  pupils.  ” 
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Hailman,  W.  N.  “Adjustment  of  the  common-school  curriculum  to 
the  vocational  needs  of  to-day.”  Manual  Training  and  Voca¬ 
tional  Education.  16:129-137.  November,  1914. 

Discusses  the  importance  of  stressing  the  concrete  and  practical 
pnases  of  subjects  and  of  encouraging  productive  and  creative  work. 
I  his  will  necessitate  greater  curriculum  differentiation. 

Heeter,  S.  L.  “Differentiation  in  the  courses  of  study  for  children 
between  twelve  and  sixteen  years  of  age.”  (In  National  Educa¬ 
tion  Association.  Addresses  and  Proceedings,  1913.  pp.  292- 
296.) 

An  account  of  the  differentiation  which  was  made  in  the  Pittsburgh, 
.Pennsylvania,  schools  in  one  year.  It  is  a  statement  of  administrative 
experience. 

Higgins,  E.  E.  “Suggestions  for  enriching  the  content  subjects.” 

Detroit  Journal  of  Education.  3:166-169.  December,  1922. 

Describes  the  enlarged  program  which  was  used  with  the  accelerated 
pupils  m  the  fifth  and  sixth  grades  of  the  Jackson,  Michigan,  schools. 

Holley,  C.  E.  “Curriculum  differentiation  and  administration  in 
typical  high  schools.”  Educational  Administration  and  Super¬ 
vision.  1:332-340.  May,  1915. 

A  study  based  on  data  secured  from  the  bulletins  of  54  high  schools 
located  m  cities  of  four  thousand  or  more  inhabitants  and  printed  be¬ 
tween  the  years  1912  and  1914. 

Hollister,  H.  A.  “Constants  and  variables  in  the  high-school  pro¬ 
gramme  of  studies.”  Education.  32:69-74.  October,  1911. 

.  Believes  that  the  time  has  come  when  variables  should  be  seriously  con¬ 
sidered  in  the  organization  of  programs.  Their  place  and  time  should  be 
appointed  with  care. 

Horn,  J.  L.  “The  curriculum  as  an  elementary-school  problem”  and 
“Psychological  aspects  of  curriculum  formulation.”  (In  his  The 
American  Elementary  School.  New  York,  The  Century  Com¬ 
pany,  1923.  pp.  297-352.) 

Believes  that  educational  processes  should  conform  to  the  differentia¬ 
tion  which  is  found  in  children,  this  differentiation  being  provided  for 
from  the  beginning  of  their  school  life.  The  formulated  curriculum 
goals  should  also  be  conditioned  by  “psychological  factors  such  as  matu¬ 
rity,  intelligence,  emotion,  and,  in  addition,  variability  in  every  distin¬ 
guishable  characteristic.” 

Jensen,  G.  C.  “The  Eureka  plan.”  Sierra  Educational  News.  20: 
687-689.  December,  1924. 
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A  description  of  the  plan  which  advocates  the  differentiation  of  four 
purpose  groups:  (1)  the  university  group,  (2)  the  high-school  gradua¬ 
tion  group,  (3)  the  special  certificate  group — those  who  do  not  graduate, 
and  (4)  the  part-time  group. 

Johnson,  M.  H.  “Modifications  of  the  curriculum  that  have  been 
tried.”  Bulletin  of  the  New  York  Society  for  the  Experimental 
Study  of  Education.  4:3.  February,  1923. 

Cites  the  various  opportunities  which  the  Washington  Irving  High 
School  of  New  York  City  offers  girls  of  different  abilities. 

Johnston,  C.  H.  “Curriculum  adjustment  in  modern  high  schools.” 
School  Review.  22:577-590.  November,  1914. 

Urges  curriculum  differentiation  wherever  possible,  the  basis  for 
which  must  be  the  demands  of  the  different  groups  of  pupils;  theso 
groups  are  to  be  chosen  on  grounds  of  different  vocational  needs  and  ex¬ 
pectations. 


Johnston,  C.  H.  “What  is  curriculum  differentiation?”  Educational 

Administration  and  Supervision.  2 :49-57.  January,  1916. 

Attempts  to  clear  up  the  confusion  which  exists  relative  to  the  termi¬ 
nology  used  in  connection  with  the  term  “curriculum  differentiation.” 


Judd,  C.  H.  “Problems  exhibited  by  non-promotions.”  (In  his  Meas¬ 
uring  the  Work  of  the  Public  Schools.  Cleveland,  Ohio,  The  Sur¬ 
vey  Committee  of  the  Cleveland  Foundation,  1916.  pp.  17-44.) 

The  fact  that  there  were  ten  thousand  non-promoted  pupils  in  the 
Cleveland  elementary  schools  in  June,  1914,  indicates  that  there  is  some¬ 
thing  wrong  with  the  school  administration.  Urges  that  there  be  an  ex¬ 
tended  revision  of  the  course  of  study. 

Keller,  P.  G.  W.  “Rebuilding  a  course  of  study.”  School  Review. 
32:49-52.  January,  1924. 

An  account  of  how  the  course  of  study  for  the  Waukegan,  Illinois, 
Township  Secondary  Schools  was  rebuilt.  Illustrates  the  teaching  ui!it 
in  mathematics  in  which  there  is  proper  adjustment  for  each  pupil. 


Kirby,  Byron.  “The  curriculum.”  Educator- Journal.  21 :2Q3-206.  De¬ 
cember,  1920. 


Some  suggestions  for  changing  the  course  of  study  beginning  with 
the  sixth  grade  so  that  the  school  systems  would  provide  for  a  gradual 
divergence  m  the  courses  followed,  dependent  upon  the  different  abili¬ 
ties  and  different  tastes  of  the  children  themselves.” 


Lewis,  W.  D.  “The  high  school  and  the  boy.”  Saturday  Evening 
Post.  184:8-9,  88-98.  April,  1912. 


ANNOTATED  BIBLIOGRAPHY 


359 


°15def,  *0  m?et  the  needs  of  all  classes  of  boys,  all  subjects  of 
study  should  be  placed  on  an  equality,  and  the  content  of  the  courses 
in  each  of  these  lines,  and  the  aims  and  the  methods  of  instruction  should 
be  determined  by  the  capacity  of  the  student  as  they  are  and  by  social 
and  economic  needs,  rather  than  by  the  foundation  required  for  ad¬ 
vanced  courses  or  by  professional  theories  as  to  the  complete  and  logical 
organization  of  subject.”  6 


McManis,  J.  T.  “Individual  differences  in  the  early  grades.”  School 
and  Society.  3:289-295.  February  26,  1916. 

,,  P1®.ads  that  a  flexible  curriculum  be  allowed  for  the  lower  as  well  as 
e  higher  grades  in  order  that  the  individual  differences  of  pupils  may 
be  provided  for.  Suggests  practical  solutions  for  this  problem. 


McMurry,  F.  M.  “The  uniform  minimum  curriculum  with  uniform 
examinations.”  (In  National  Education  Association.  Addresses 
and  Proceedings,  1913.  pp.  131-148.) 


Criticizes  pointedly  the  proposed  New  York  State  plan.  Believes  that 
the  freedom  and  initiative  of  the  teacher  and  the  individuality  of  the 
pupil  should  be  preserved. 


Marsh,  C.  L.  Curriculum  objectives  and  the  adaptation  of  courses 
of  study  to  individual  differences:  enrichment  or  acceleration.” 
Proceedings  of  the  Third  Annual  Ohio  State  Educational  Con¬ 
ference.  Columbus,  Ohio,  The  Ohio  State  University,  1923.  pp. 
388-391.  (The  Ohio  State  University  Bulletin.  Vol.  28,  No.  2. 
August  31,  1923.) 


Argues  that  a  highly  differentiated  curricula  is  the  only  way  to  reach 
every  adolescent  child.  Suggests  four  divisions  of  the  program  of 
studies — academic,  scientific,  commercial,  and  industrial — and  recom¬ 
mends  grouping  of  pupils  according  to  ability. 


Miller,  H.  L.  “The  broader  curriculum  of  the  new  secondary 
school.  Seventh  Yearbook  of  the  National  Association  of  Sec¬ 
ondary-School  Principals.  Cicero,  Ill.,  The  Association,  1923  pp 
136-144. 


Maintains  that  both  education  and  vocation  can  be  met  by  a  curricu- 
lum  of  six  cores  considered  as  constants.  Each  pupil  should  be  required 
to  choose  two  units  in  each  of  these  six  fields.  Believes  that  it  is  neither 
desirable  nor  feasible  to  have  differentiated  curricula. 


Mitchell,  David.  “Children’s  ability  and  educational  opportuni¬ 
ties.”  (In  Bell,  J.  C.  ed.  Contributions  to  Education.  Yonkers- 
on-Hudson,  N.  Y.,  World  Book  Company,  1924.  Vol.  1,  pp.  5-16.) 

An  excellent  discussion  of  the  progress  of  pupils  through  the  grades 
with  emphasis  on  the  differences  in  the  ability  of  pupils  and  the  method^ 
which  schools  have  used  and  should  use  to  meet  these  differences  AdL 
justing  curricula  and  courses  of  study  has  many  possibilities. 
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Mitchell,  S.  C.  “For  the  90  percent.”  School  Review.  31:439-444. 
June,  1923. 

A  plea  for  curricula  which  will  prepare  for  vocations  as  well  as  for 
college.  Strongly  advocates  vocational  training  by  correspondence  in 
conjunction  with  high-school  training. 


Morrison,  H.  C.  “Reconstructed  mathematics  in  the  high  school: 
the  adaptation  of  instruction  to  the  needs,  interests,  and  capac¬ 
ities  of  students.”  Thirteenth  Yearbook  of  this  Society.  Chi¬ 
cago,  University  of  Chicago  Press,  1914.  Part  I,  pp.  -31. 

.  Mathematical  courses  should  be  differentiated  for  cultural  and  tech¬ 
nical  purposes,  should  parallel  broad  zones  of  adult  activity,  and  should 
make  special  provision  for  brilliant  students. 

Newlon,  J.  H.  “The  need  of  a  scientific  curriculum  policy  for  junior 
and  senior  high  schools.”  Educational  Administration  and 
Supervision.  3:253-268.  May,  1917. 

1S  areat  divtlg<lnje  Jn-  curriculum  practices.  Discusses  these 
a2d,  argaes  that  definite  curricula  should  be  designed  to  meet 
the  needs  of  definite  student  groups.  These  groups  are  to  be  determined 

tensions  0^1^^  °f  ^  abiHtieS  End  vocational  needs  and  in- 

Omans,  A.  C.  “Enriched  manual  arts  course  for  the  gifted  child.” 
Detroit  Journal  of  Education.  3:170-173.  December,  1922. 

Argues  that  gifted  children  should  not  be  confined  to  the  academic 
courses,  that  there  is  much  m  the  manual  arts  which  should  be  ac- 

the^rade  liability!  ^  ^  W°rk  Sh°Uld  b®  differentiated  according  to 

Pechstein,  L.  A.  “Curricula-making  for  pupils  of  varying  ability.” 
Eighth  Yearbook  of  the  National  Association  of  Secondary- 
School  Principals.  Cicero,  Ill.,  The  Association,  1924.  pp.  24-29. 

High-school  authorities  have  been  tardy  in  shaping  curricula  to  fit  t>m 
needs  of  its  pupils.  They  must  study  out  and  apply  “w  cSi^la  tSe 

e?n riStiS  psyZlo^y  ““  °f  ed',Cati<’n  and  iustiM  ***- 


Peyser,  Nathan.  “The  experimental  school.”  (In  Bell,  J.  C.  ed 
Contributions  to  Education.  Yonkers-on-Iludson,  N.' Y.,  World 
Book  Company,  1924.  Vol.  1,  pp.  128-138.) 

Experimental  school  181,  Brooklyn,  has  as  its 
“the  determining  of  each  child’s  capabilities  and  needs  and  the  adlpW 
of  educational  curriculum  and  procedure  to  these  individual  demands.” 

RAPeer,  L.  W.  “A  core  curriculum  for  high  schools.”  School  and 
Society.  5:541-549.  May  12,  1917. 
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Believe  that  the  minimal  essentials,  the  fundamental  subjects,  should 
pLhIw6  c.urriculunb  required  of  all  pupils.  Beyond  this  a  differenti- 
pupilsCUrriCU  Um  sil0U  ^  offered  for  various  and  varying  groups  of 


Ripley,  E.  C.  Should  essentials  of  the  course  of  study  vary  to 
satisfy  social  demands  in  different  school  districts?  Within  the 
same  district?”  (In  National  Education  Association.  Addresses 
a7id  Proceedings,  1915.  pp.  354-358.) 

essentials  of  reading,  writing,  and  arithmetic  are  advocated  for 
all  children  for  the  first  four  grades.  The  next  two  years  should  foster 
lurther  advance  m  these  and  other  studies;  marked  variation  should 
begin  m  the  seventh  grade. 


Salisbury,  E.  I.  “Administrative  uniformity  of  the  curriculum.” 
Educational  Administration  and  Supervision.  3:275-279  May 
1917. 

Summarizes  the  eight  fundamental  divergencies  between  practice  and 
modern  educational  theory  in  regard  to  the  curriculum.  Suggests  a 
harmonizing  of  these  two  elements  in  which  free  play  will  be  allowed 
individual  abilities. 

Selden,  F .  H.  “Differentiation  in  course  of  study.”  Journal  of  Edu¬ 
cation.  79:580-581.  May  21,  1914. 


Snedden,  David.  “Case  group  methods  of  determining  flexibility  of 
general  curricula  in  high  schools.”  Seventh  Yearbook  of  the 
National  Association  of  Secondary -School  Principals.  Cicero, 
Ill.,  The  Association,  1923.  pp.  80-87;  also  in  School  and  Society 
17:287-292.  March  17,  1923. 


Differentiations  of  curricula  should  be  preceded  by  systematic  analy¬ 
ses  of  the  conditioning  qualities  and  prospects  of  learners.  Learners 
whose  diagnoses  are  similar  should  form  case  groups,  having  schemes 
of  educational  objectives  suitable  for  each.  Upon  these  the  curricula 


Snedden,  David.  “The  character  and  extent  of  desirable  flexibility 
as  to  courses  of  instruction  and  training  of  youths  of  12  to  14 
years  of  age.  Educational  Administration  and  Supervision. 
2.219-234.  April,  1916;  also  in  National  Education  Associa¬ 
tion.  Addresses  and  Proceedings,  1916.  pp.  965-976. 

Advocates  a  curriculum  which  will  modify  the  rigidity  of  the  one- 
course  curriculum  and  which  will  prevent  the  wasteful  possibilities  of 
entire  free  election.  Such  a  curriculum  should  be  determined  both  bv 
the  capacities  of  the  learners  and  by  their  varying  needs 
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Snedden,  David.  “Differentiated  program  of  study  for  older  chil¬ 
dren  in  elementary  schools.”  Educational  Review.  44:128-139. 
September,  1912. 


Snedden,  David.  “The  high  school  of  to-morrow.”  School  Review. 
25:1-15.  January,  1917. 

of  studies,  such  as  the  author  believes  it  will  be 
m  1925.  The  curricula  and  courses  of  study  are  decidedly  flexible. 


Snedden,  David.  “Junior  high  school  offerings.”  School  and  Society. 
20:740-744.  December  13,  1924. 

There  should  be  more  differentiation  of  curricula  to  meet  Dunil  diffpr- 
ences  in  abilities,  extra-school  conditions  and  prospects  Tim  autbnr 
analyzes  one  method  of  dissecting  certain  problem?  of  curric„l» 
suggests  possible  courses  with  certain  variations  for  individual  programs. 

Snedden,  David.  “Reorganization  of  education  for  children  from  12 
to  14  years  of  age.”  Educational  Administration  and  Super¬ 
vision.  2:425-432.  September,  1916. 

Advocates  the  junior-high-school  type  of  ore-amVatipr,  „ 

viding  a  flexible  course  of  study  for  children  of  these  ages.  ^r°' 


Tuttle,  E.  M.  “Individual  psychological  examinations  at  the  Wash¬ 
ington  Irving  High  School.”  Bulletin  of  High  Points.  4*5-13 
September,  1922. 


Largely  a  discussion  of  individual 
test  frequently  consists  in  advising 
study. 


cases.  The  follow-up  work  after 
students  to  change  their  courses 


a 

of 


Waples,  Douglas.  “Indexing  the  qualifications  of  different  social 
groups  for  an  academic  curriculum.”  School  Review.  32:537- 
546.  September,  1924. 

Describes  an  “adaptation  of  Counts’  nroeednrp  TOi,OTOk„  ,  • 
term  may  be  used  in  collecting  evidence  concerning  the  re^ative^vab,  "r 
the  single  academic  curriculum  to  pupils  of  different  social  grouplf”  °f 

Washburne,  C.  W.  “What  do  they  teach  your  children?”  Collier’s 

1924;  also  in  pmpvine  2°; 

ditfonafinrS  ,^,5^  ,fe  lar^ 

the  needs  of  children^  »fj *» 
Washburne,  C.  W.  See  Part  I,  Section  D,  of  this  bibliography. 
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Whitney,  F.  P.  “Differentiation  of  courses  in  the  seventh  and 
eighth  grades.”  Educational  Review.  41:127-134.  February, 
1911. 

That  these  two  grades  may  function  more  profitably,  the  author  pro¬ 
poses  to  give  pupils  of  the  seventh  grade  a  choice  of  courses— one  leading 
specifically  to  the  high  school,  the  other  to  vocational  school  or  industrial 


Withers,  J.  W.  “The  principles  on  which  readjustment  of  the  pro¬ 
gram  of  studies  should  be  made.”  Proceedings  of  the  High 
School  Conference.  Urbana,  Ill.,  University  of  Illinois,  1914.  pp. 
24-32.  (University  of  Illinois.  School  of  Education  Bulletin, 
No.  13.) 

A  discussion  of  the  theory  of  the  principles  advanced.  Advocates  a 
iundamental  education  which  provides  for  marked  individual  differences 
1!?  children,  is  adaptable,  and  well  suited  to  the  nature  and  capacity  of 
children.  *  J 

Young,  j.  R.  “Reorganization  of  the  high-school  curriculum.”  Edu¬ 
cational  Review.  53:122-137.  February,  1917. 

Reorganization  may  be  based  on  certain  underlying  principles:  (1) 
conservation  of  student  energy  and  mental  efficiency  through  elimina- 
7o?  °f  long '  devotion  to  studies  uninteresting  to  the  individual  student: 
(2)  more  adherence  to  the  principle  of  selection  and  insistence  on  thor¬ 
oughness  in  the  essentials  of  the  various  courses;  (3)  more  practice  in 
the  use  and  application  of  the  knowledge  gained;  (4)  the  introduction 
of  supplementary  material  dealing  with  community  life,  and  (5)  em¬ 
phasis  on  the  major  industries  and  social  needs  of  the  community. 
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CONSTITUTION  OF  THE  NATIONAL  SOCIETY  FOR  THE 
STUDY  OF  EDUCATION 

(As  Revised  at  the  1924  Meeting  of  the  Society) 

Article  I 

Name. — The  name  of  this  Society  shall  be  “The  National  Society 
for  the  Study  of  Education.” 


Article  II 

_  Object. — Its  purposes  are  to  carry  on  the  investigation  of  educa¬ 
tional  problems,  to  publish  the  results,  and  to  promote  their  discus¬ 
sion. 

Article  III 

Membership. — Section  1.  There  shall  be  three  classes  of  members 
— active,  associate,  and  honorary. 

Section  2.  Any  person  who  is  desirous  of  promoting  the  purposes 
of  this  Society  is  eligible  to  membership  and  shall  become  such  on 
payment  of  dues  as  prescribed. 

Section  3.  Active  members  shall  be  entitled  to  vote,  to  participate 
in  discussion,  and  under  certain  conditions,  to  hold  office. 

Section  4.  Associate  members  shall  receive  the  publications  of 
the  Society,  and  may  attend  its  meetings,  but  shall  not  be  entitled 
to  hold  office,  or  to  vote,  or  to  take  part  in  the  discussion. 

Section  5.  Honorary  members  shall  be  entitled  to  all  the  privileges 
of  active  members,  with  the  exception  of  voting  and  holding  office, 
and  shall  be  exempt  from  the  payment  of  dues. 

A  person  may  be  elected  to  honorary  membership  by  vote  of  the 
Society  on  nomination  by  the  Board  of  Directors. 

Section  6.  The  names  of  the  active  and  honorary  members  shall 
be  printed  in  the  Yearbook. 

Section  7.  The  annual  dues  for  active  members  shall  be  $2.00 
and  for  associate  members  $1.00.  The  election  fee  for  active  and  for 
associate  members  shall  be  $1.00. 

Article  IV 

Officers. — Section  1.  The  officers  of  the  Society  shall  be  a  Board 
of  Directors,  a  Council,  and  a  Secretary-Treasurer. 


365 


366 


THE  TWENTY-FOURTH  YEARBOOK 


Section  2.  The  Board  of  Directors  shall  consist  of  six  members 
of  the  Society  and  the  Secretary-Treasurer.  Only  active  members 
who  have  contributed  to  the  Yearbooks  shall  be  eligible  to  serve 
as  directors. 

Section  3.  The  Board  of  Directors  shall  be  elected  by  the  Society 
to  serve  for  three  years,  beginning  on  January  first  after  their 
election.  Two  members  of  the  Board  shall  be  elected  annually  (and 

such  additional  members  as  may  be  necessary  to  fill  vacancies  that 
may  have  arisen). 

This  election  shall  be  conducted  by  an  annua]  mail  ballot  of  all 
active  members  of  the  Society.  A  primary  ballot  shall  be  secured 
in  October,  in  which  the  active  members  shall  nominate  from  a  list 
of  members  eligible  to  said  Board.  The  names  of  the  six  persons 
receiving  the  highest  number  of  votes  on  this  primary  ballot  shall 
be  submitted  m  November  for  a  second  ballot  for  the  election  of 
the  two  members  of  the  Board.  The  two  persons  (or  more  in  the 
case  of  special  vacancies)  then  receiving  the  highest  number  of 
votes  shall  be  declared  elected. 

Section  4.  The  Board  of  Directors  shall  have  general  charge  of 
the  work  °f  the  Society,  shall  appoint  its  own  Chairman,  shall 
appoint  the  Secretary-Treasurer,  and  the  members  of  the  Council 
It  shall  have  power  to  fill  vacancies  within  its  membership,  until 
a  successor  shall  be  elected  as  prescribed  in  Section  3. 

Section  5.  The  Council  shall  consist  of  the  Board  of  Directors 
the  chairmen  of  the  Society’s  Yearbook  and  Research  Committees’ 
and  such  other  active  members  of  the  Society  as  the  Board  of 
Directors  may  appoint  from  time  to  time. 

Section  6.  The  function  of  the  Council  shall  be  to  further  the 
objects  of  the  Society  by  assisting  the  Board  of  Directors  in 

fte”soc?etynd  forward  the  educati°”al  undertakings  of 

Article  V 

Publications.— The  Society  shall  publish  The  Yearbook  of  the 
A  ational  Society  for  the  Study  of  Education  and  such  supplements 
as  the  Board  of  Directors  may  provide  for. 

Article  VI 

Meetings.— The  Society  shall  hold  its  annual  meetings  at  the  time 
and  place  of  the  Department  of  Superintendence  of  the  Nation™ 
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Education  Association.  Other  meetings  may  be  held  when  authorized 
by  the  Society  or  by  the  Board  of  Directors. 

Article  VII 

Amendments.  This  constitution  may  be  amended  at  any  annual 
meeting  by  a  vote  of  two-thirds  of  voting  members  present. 


MINUTES  OF  THE  CHICAGO  MEETING  OF  THE  NATIONAL 
SOCIETY  FOR  THE  STUDY  OF  EDUCATION 

(February  23,  26,  and  27,  1924) 

The  first  meeting  of  the  Society  was  a  joint  meeting  with  the 
National  Vocational  Guidance  Association  and  the  Department  of 
Vocational  Education  and  Practical  Arts  of  the  National  Educa¬ 
tion  Association.  Owing  to  errors  made  by  those  in  charge  of  ar¬ 
rangements  at  Chicago,  this  session  could  not  be  held  in  the  Gold 
Room  of  the  Congress  Hotel  as  advertised  and  it  was  necessary 
to  pack  to  the  suffocation  point  the  Florentine  Room  with  its 
nominal  capacity  of  600.  President  Judd  called  the  meeting  to  order 
at  8:05  Saturday  evening,  February  23rd,  and  after  a  few  words  of 
explanation  concerning  the  matter  of  the  Yearbooks  and  the  eve¬ 
ning  s  program,  introduced  as  presiding  officer  for  the  evening 
Mr.  John  N.  Greer,  Assistant  Superintendent  of  Schools,  Min¬ 
neapolis,  Minnesota,  and  President  of  the  Department  of  Vocational 
Education  and  Practical  Arts  of  the  National  Education  Association 

The  following  program  was  then  presented,  based  upon  Part  II, 
Section  1  (Vocational  Guidance)  of  the  23rd  Yearbook  of  the 
Society,  entitled  “Vocational  Guidance  and  Vocational  Education 
for  the  Industries”: 

I.  “Recent  Indications  of  Progress  in  Vocational  Guidance.” 

Harry  D.  Kitson,  Professor  of  Psychology,  Indiana  University, 
and  President  of  the  National  Vocational  Guidance  Association. 

II.  “What  Is  the  Guidance  Emphasis  in  Our  Public  Schools?” 

A.  H.  Edgerton,  Supervisor  of  Vocational  Information  and  Guid¬ 
ance,  Teachers  College  and  the  Lincoln  School,  Columbia  Univer¬ 
sity,  New  York  City,  New  York. 

III.  Outstanding  Demands  for  Guidance  Activities  in  a  City 

System.” 

H.  H.  Bixler,  Director  of  Vocational  Guidance,  Atlanta,  Georgia. 

IV.  How  the  Problems  of  Guidance  Are  Met  in  a  Small  City.” 

John  Friese,  Technical  High  School,  St.  Cloud,  Minnesota. 

V.  “Training  Programs  for  Those  Who  Are  Responsible  for  Voca¬ 

tional  Guidance.” 

John  M.  Brewer,  Director  of  Bureau  of  Vocational  Guidance 
Harvard  University,  Cambridge,  Massachusetts. 
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VI.  “Critical  Review  of  Present  Developments  in  Vocational 
Guidance  with  Special  Reference  to  Future  Prospects.” 
George  E.  Myers,  Professor  of  Vocational  Education,  School  of 
Education,  University  of  Michigan,  Ann  Arbor,  Michigan. 

Discussion: 

Helen  T.  Woolley,  Psychologist,  Merrill-Palmer  School,  Detroit, 
Michigan. 

Emery  Filbey,  Dean  of  the  Extension  College,  University  of 
Chicago,  Chicago,  Illinois. 

The  discussion  from  the  floor  was  participated  in  by  Mr.  H.  D. 
Hatch  of  Chicago,  Asst.  Supt.  Hamilton  of  Sioux  City,  Mr.  Hum¬ 
boldt  of  Rockford,  Illinois;  Mrs.  Woolley  of  Detroit,  and  others. 


The  second  meeting  of  the  Society  was  held  in  the  Gold  Room 
of  the  Congress  Hotel,  Tuesday,  February  26th  at  8:00  p.  m.  The 
audience  of  some  1200  persons  completely  filled  the  auditorium  and 
listened  with  interest  to  the  discussion  of  Part  I  of  the  23rd  Year¬ 
book  of  the  Society,  on  “The  Education  of  Gifted  Children.” 
President  Judd  presided  while  the  following  program  was  given: 

I.  “The  Work  of  the  Committee  on  the  Education  of  Gifted 
Children.” 

Guy  M.  Whipple,  Professor  of  Experimental  Education,  Univer¬ 
sity  of  Michigan;  Secretary  of  the  Society,  and  Chairman  of  the 
Committee. 

II.  “Methods  of  Selecting  Superior  Children  in  School.” 

Bird  T.  Baldwin,  Director  of  the  Iowa  Child  Welfare  Research 
Station,  Iowa  City,  Iowa. 

III.  Characteristic  and  Significant  Differences  Between  the  “X” 

and  “Z”  Pupils  in  the  Detroit  Schools.” 

Anna  M.  Engel,  Assistant  Supervisor  of  Special  Education  De¬ 
troit,  Michigan. 

IV.  “The  School  Progress  of  Superior  Pupils  Under  a  System  of 

Individual  Instruction.” 

Carleton  W.  Washburne,  Superintendent  of  Schools,  Winnetka 
Illinois.  ' 

V.  “Scientific  Evidence  Bearing  on  Special  Treatment  of  Gifted 

Children.” 

Frank  N.  Freeman,  Professor  of  Educational  Psychology  Uni¬ 
versity  of  Chicago,  Chicago,  Iliinois. 
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Discussion  : 

Harvey  G.  Townsend,  Professor  of  Education,  Smith  College, 
Northampton,  Massachusetts. 

H.  H.  Goddard,  Professor  of  Abnormal  and  Clinical  Psychology, 
Ohio  State  University,  Columbus,  Ohio. 

In  the  discussion  that  ensued,  remarks  were  made  by  Messrs. 
Rugg,  West,  Gary  Myers,  and  Miss  Laura  Zirbes.  There  was  also 
discussion  between  Messrs.  Baldwin  and  Freeman  concerning  cer¬ 
tain  points  which  had  been  introduced  by  Dr.  Freeman  in  his 
paper.  The  discussion  was  concluded  by  Dr.  Whipple. 

Immediately  after  this  program  was  held  the  Business  Meeting 
of  the  Society: 

The  following  changes  in  the  Constitution  of  the  Society  (sections 

not  cited  to  remain  as  at  present)  were  adopted  with  no  dissenting 
vote: 


Article  II 

°bject:— Its  purposes  arc  to  carry  on  the  investigation  of  educational 
problems,  to  publish  the  results,  and  to  promote  their  discussion. 


Article  III 

Section  2.  Any  person  who  is  desirous  of  promoting  the  purposes  of 
this  Society  is  eligible  to  membership  and  shall  become  such  on  pay¬ 
ment  of  dues  as  prescribed.  v  ^ 

Section  3.  Active  members  shall  be  entitled  to  vote,  to  participate  in 
discussion,  and  under  certain  conditions,  to  hold  office. 


Article  IV 

Officers :  Section  1.  The  officers  of  the  Society  shall  be  a  Board  of 
Directors,  a  Council,  and  a  Secretary-Treasurer. 

Section  2.  The  Board  of  Directors  shall  consist  of  six  members  of  the 
Society  and  the  Secretary-Treasurer.  Only  active  members  who  have  con¬ 
tributed  to  the  Yearbooks  shall  be  eligible  to  serve  as  directors. 

Section  3.  The  Board  of  Directors  shall  be  elected  by  the  Society  to 
serve  for  three  years,  beginning  on  January  first  after  their  election. 

wo  members  of  the  Board  shall  be  elected  annually  (and  such  addi¬ 
tional  members  as  may  be  necessary  to  fill  vacancies  that  may  have 
arisen).  * 

This  election  shall  be  conducted  by  an  annual  mail  ballot  of  all  active 
members  of  the  Society.  A  primary  ballot  shall  be  secured  in  October  in 
which  the  active  members  shall  nominate  from  a  list  of  members  eligible 
to  said  Board.  The  names  of  the  six  persons  receiving  the  highest  num- 
ber  of  votes  on  this  primary  ballot  shall  be  submitted  in  November  for  a 
second  ballot  for  the  election  of  the  two  members  oJ’  the  Board.  The  two 
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hfJw+b  (or  more  in  the  case  of  special  vacancies)  then  receiving  the 
highest  number  of  votes  shall  be  declared  elected. 

wo?“ofntht  Jie^°\rd  ,°f  Directors  ^11  nave  general  eharg.  of  the 
work  of  the  Society,  shad  appoint  its  own  Chairman,  shall  appoint  the 

poTefjfiT,reaSUrer’  “'I?6  membCrS  °f  the  “  sPhThave 

e7cted  JirCauJS  ^  ^  itS  membershiP>  ™ta  a  successor  shall  be 
e.ected  as  prer-nbed  m  Section  3. 

Section  5.  The  Council  shall  consist  of  the  Board  of  Directors  the 
chairmen  of  the  Society’s  Yearbook  and  Research  Committees,  and  ’such 
other  active  members  of  the  Society  as  the  Board  of  Directors  may  ap¬ 
point  irom  time  to  time.  ^ 

Section  6.  The  faction  of  the  Council  shall  be  to  further  the  objects 
of  the  Society  by  assisting  the  Board  of  Directors  in  planning  and  carry¬ 
ing  forward  the  educational  undertakings  of  the  Society. 

Article  V 

For  “Executive  Committee,”  read  “Board  of  Directors.” 

Article  VI  i 

For  “Executive  Committee,”  read  “Board  of  Directors.” 

After  the  adoption  of  these  changes  in  the  Constitution,  the 
following  subsidiary  recommendation  was  unanimously  adopted : 

Subsidiary  Recommendation 

Tlr  provide  continuity  of  policy  and  personnel,  it  is  recom¬ 
mended  thf  t  the  present  members  of  the  Board  of  Trustees  and  of  the 
Executive  Committee  and  the  retiring  president  constitute  the  Board  of 

fnTtW  fr  1924’  iS’  Until  the  Plan  shaI1  into  opSSon 
and  that  the  present  Secretary-Treasurer  continue  in  office  until  the 

expnation  of  his  present  term  of  appointment 
H  is  further  recommended  that  on  December  31st,  1924,  two  members 
of  thc  then  Board  of  Directors  (as  determined  by  the  Board)  shall 
retire  and  similarly,  annually,  until  the  full  Board  of  Directors  has  been 
elected  as  provided  by  the  amended  constitution. 

Attention  was  called  by  President  Judd  to  plans  for  future 
Yearbooks.  The  statement  of  these  plans  already  circulated  by  mail 
among  the  active  members  of  the  Society  is  as  follows: 

FLAKS  FOR  YF  1RBOOKS 

The  officers  of  the  Society  have  prepared  (1)  a  list  of  accepted  Year¬ 
book  topics,  and  (2)  a  list  of  other  Yearbook  topic,  under  considerate 
It  is  further  planned  that  these  lists  may  be  extended  by  the  addition  of 
topics  proposed  by  active  members  of  the  Society  and  also  by  the  in¬ 
clusion  of  Yearbook  material  that  may  have  been  initiated  bv  ote  edD 
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cational  organizations  which  may  seek  alliance  with  this  Society  for  the 
purpose  o  publication.  This  material  must,  of  course,  have  the  sanction 
of  the  Board  of  Directors,  and  suitable  arrangements  must  be  made  for 
the  co-operation  of  the  Society’s  representatives.  It  is  hoped  that  funds 
for  subsidizing  certain  of  che  Society’s  undertakings  may  be  secured  in 
the  form  of  subventions  from  various  organizations  that  are  devoted  to 
the  facilitation  of  research  in  education! 

1.  Accented  Yearbook  Topics 
I.  Methods  of  Teaching 

II.  Individualized  Ins!  uction 

III.  The  Limitations  of  Training 

IV.  The  Technique  of  Curriculum  Making 

V.  The  Education  of  Gifted  Children  (continuation  of  present  com¬ 
mittee) 

2.  Y earbook  Topics  under  Consideration 

VI.  Remedial  Training  of  Speech  Defectives  in  the  Public  Schools 

VII.  Methods  of  Learning  in  High-School  Subjects 

VIII.  Elimination  and  Retardation  (Promotion  and  Non-Promotion) 

IX.  The  psychology  and  Pedagogy  of  Special  Abilities  and  Disabil¬ 
ities 

X.  Personnel  Problems  in  College  Administration 

XI.  The  Development  of  Musical  Appreciation  in  the  Public  School 

XII.  The  Non-Intellectual  (Dynamic)  traits  of  Personality 

XIII.  Studies  of  the  Several  School  Subjects 

Members  of  the  Society  who  desire  to  co-operate  actively  in  any  of 
these  undertakings  are  invited  to  notify  the  Secretary  to  that  effect. 
Members  who  wish  to  see  other  topics  undertaken  are  invited  to  forward 
to  the  Secretary  detailed  statements  of  such  problems,  including  an  out¬ 
line  of  the  methods  by  which  it  is  proposed  to  attack  their  solution. 

On  motion  of  the  Secretary,  honorary  membership  was  unani¬ 
mously  voted  James  H.  Van  Sickle,  now  of  Dade  City,  Florida,  who 
relinquished  the  superintendency  of  schools  at  Springfield,  Massa¬ 
chusetts,  August  31,  1923,  and  who  has  for  many  years  been 
actively  interested  in  the  welfare  of  this  Society  and  its  under¬ 
takings. 

On  motion  of  the  Secretary,  the  Society  adopted  by  a  unanimous 
rising  vote,  the  following  resolutions: 

Whereas,  death  has  removed  from  the  National  Society 
for  the  Study  of  Education,  Stephen  S.  Colvin,  a  man  who 
has  for  many  years  served  the  Society  as  a  member  of 
its  Executive  Committee,  as  a  contributor  to  its  Yearbooks 
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of  thoughtful  and  stimulating  articles,  and  as  an  earnest 
advocate  of  its  professional  aims ; 

i  JtJ^S°lved  :  That  this  Society,  at  its  annual  meeting 

held  at  Chicago,  February  26,  1924,  hereby  bears  witness  to 
its  deep  appreciation  of  Professor  Colvin’s  services  to  the 
Society,  to  its  admiration  for  his  rare  personal  qualifica- 
tions  as  a  teacher,  an  investigator,  and  a  leader  in  educa- 
lona  ought,  and  to  its  sense  of  abiding  loss  which  his 
death  has  brought  to  us,  his  fellow-workers. 

Be  It  Also  Resolved:  That  these  resolutions  be  entered 
upon  the  minutes  of  this  meeting,  and  that  a  copy  of  them 
be  sent  to  Professor  Colvin’s  family. 

On  motion,  the  business  meeting  then  adjourned. 


The  third  meeting  of  the  Society,  held  in  the  Cameo  Room  of 
the  Morrison  Hotel,  Wednesday,  February  27th,  at  2:15  p.  im,  was 
a  joint  meeting  of  the  Society  and  the  Department  of  Vocational 
Education  and  Practical  Arts  of  the  National  Education  Associa¬ 
tion.  This  meeting  was  devoted  to  a  discussion  of  Section  2, 
Part  II  (Vocational  Education  for  the  Industries)  of  the  Twenty- 
third  Yearbook  of  the  Society,  prepared  under  the  Chairmanship 
of  A.  H.  Edgerton,  and  entitled  "Vocational  Guidance  and  Voca¬ 
tional  Education  for  the  Industries.” 

President  Judd  called  the  meeting  to  order  and,  after  brief  intro¬ 
ductory  remarks,  turned  the  meeting  over  to  the  Chairmanship  of 
Superintendent  Greer. 

Save  for  the  absence  of  Mr.  Prosser,  the  following  program  was 
given  as  scheduled: 

I.  Present  Trends  and  Friendly  Enemies  of  Industrial  Educa¬ 
tion.” 

A.  H.  Edgerton,  Supervisor  of  Vocational  Information  and  Guid¬ 
ance,  Teachers  College  and  the  Lincoln  School,  Columbia  Uni¬ 
versity,  New  York  City,  New  York. 

II.  “Provisions  for  Industrial  Education  in  the  Public  Schools.” 
Howard  Briggs,  Director  of  Vocational  Education,  Cleveland, 

III.  “What  Is  the  Place  of  Analysis  in  Vocational  Curriculum 
Building?” 

Harry  D.  Kitson,  Professor  of  Psychology,  Indiana  University, 
and  President  of  the  National  Vocational  Guidance  Association. 
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IV.  “How  Does  the  Instruction  in  Vocational  Schools  Provide  for 

Individual  Differences?” 

Robert  H.  Rodgers,  Bureau  of  Vocational  Teacher  Training,  Mil¬ 
waukee,  Wisconsin. 

V.  What  Methods  Are  Used  for  Training  Workers  in  Industry?” 

Charles  Prosser,  Director  of  William  Hood  Dunwoody  Institute, 
Minneapolis,  Minnesota. 

VI.  “What  Is  the  Future  Outlook  for  Industrial  Education  in  the 
United  States?” 

K.  G.  Smith,  State  Department  of  Public  Instruction,  Lansing, 
Michigan. 

Discussion  : 

J.  G.  Collicott,  Superintendent  of  Schools,  Columbus,  Ohio. 

Erwin  E.  Lewis,  Superintendent  of  Schools,  Flint,  Michigan. 

Dr.  Snedden  joined  Superintendent  Collicott  and  Superintendent 
Lewis  in  the  discussion. 


Guy  M.  Whipple,  Secretary. 


SYNOPSIS  OF  THE  PROCEEDINGS  OF  THE 
BOARD  OF  DIRECTORS 

At  the  behest  of  the  Board  of  Directors,  the  Secretary  has  pre¬ 
pared  the  following  synopsis,  in  order  that  the  members  of  the 
Society  may  be  informed  concerning  the  acts  and  policies  of  those 
who  are  directing  the  Society.  The  synopsis  does  not  comprise  all 
the  business  transacted  by  the  Board,  since  numerous  matters  of 
,  minor  importance  have  been  omitted  entirely. 


First  Meeting  of  the  Board 
(Cleveland,  Ohio,  April  13,  1924.) 

Those  present  were:  Messrs.  Judd,  Koos,  Lord,  Rugg,  Whipple. 

Those  absent  were:  Messrs.  Courtis,  Holmes. 

(1)  In  connection  with  requests  from  several  persons  for  permis¬ 
sion  to  quote  excerpts  from  the  Society’s  Yearbooks,  it  was  voted 
that  in  general  there  should  be  a  liberal  policy  in  granting  permis¬ 
sion  to  quote  from  the  Yearbooks,  but  that  all  persons  who  quoted 
material  should  be  asked  to  give  specific  reference  to  author,  volume, 
date,  chapter,  and  page,  and,  when  the  excerpts  were  at  all  lengthy, 
to  add  some  statement  calling  the  attention  of  the  reader  to  the 
desirability  of  referring  to  the  original  material. 

(2)  The  Secretary  and  Dr.  Judd  were  appointed  representatives 
on  the  Council  of  the  A.  A.  A.  S. 

(3)  A  communication  from  Dr.  Chadsey  requested  that  the  Society 
consider  the  adoption  of  a  resolution  favoring  the  policy  on  the  part 
of  school  boards  and  superintendents  of  releasing  teachers  in  service 
from  some  portion  of  their  ordinary  duties  when  they  were  engaged 
in  professional  undertakings.  It  was  voted  that  the  Directors  recom¬ 
mend  such  a  resolution  for  favorable  action  at  the  1925  meeting, 
and  Dr.  Rugg  was  requested  to  draw  up  a  resolution  for  presenta¬ 
tion  at  that  time. 

(4)  A  communication  from  the  United  States  Commissioner  of 
Education  having  requested  the  Society  to  send  a  representative,  if 
possible,  to  the  Pedagogical  Congress  to  be  held  at  Santiago,  Chile, 
in  the  summer  of  1925,  it  was  voted  that  the  Directors  bring  the 
attention  of  the  Society,  at  its  next  meeting,  to  this  Congress  and 
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that  we  offer  our  credentials  to  any  member  that  might  be  able  to 
attend. 

(5)  The  Directors  authorized  expenditures  for  1924-25  (12 
months)  as  follows : 


Secretary’s  Office  . 

Printing  New  Yearbooks . 

Reprinting  Various  Yearbooks . 

Expenses  of  Directors’  Meetings . 

Expenses  of  Yearbook  Committees: 

Yearbook  o.i  Curriculum . 

Yearbook  on  Method . 

Yearboo’  on  Training . 

Yearbook  on  Individual  Instruction 


$2,250.00 

4,500.00 

1,700.00 

600.00 

800.00 

500.00 

700.00 

150.00 


(6)  W.  S.  Gray  reported  satisfactory  progress  on  the  part  of  his 
Committee  on  Reading  and  promised  the  completed  manuscript 
for  publication  in  1925. 

(7)  H.  O.  Rugg  outlined  at  some  length  his  plans  for  a  Yearbook 
on  “The  Technique  of  Curriculum  Making”  and  there  was  general 
discussion  concerning  its  contents. 

(8)  C.  W.  Washburne  was  asked  to  draw  up  a  more  extended  out¬ 
line  of  the  Yearbook  which  he  had  already  sketched  informally  on 
the  subject  of  “Individual  Instruction.”  He  was  asked  also  to  pre¬ 
sent  a  list  of  the  members  of  the  committee  and  urged  to  plan  this 
book  for  printing  in  1926. 

(9)  The  Board  went  on  record  as  urging  Mr.  Courtis  to  push 
the  work  on  the  Yearbook  dealing  with  “Methods”  as  rapidly  as 

possible  and  appropriated  $500.00  towards  the  expenses  of  the 
committee. 


(10)  L.  M.  Terman  was  asked  to  report  as  soon  as  possible  con¬ 
cerning  a  list  of  members  for  a  committee,  to  be  headed  by  himself 
to  prepare  a  Yearbook  on  “The  Limitations  of  Training”  and  a 
sum  not  to  exceed  $700.00  was  allowed  for  holding  an  early  meeting 
of  this  committee. 

(11)  The  committee  which  had  prepared  the  Yearbook  on  “Gifted 
Children”  under  the  chairmanship  of  G.  M.  Whipple,  requested  that 
the  committee  be  continued  indefinitely  with  the  hope  that  after 
several  years  it  might  be  possible  to  present  another  Yearbook 
supplementing  the  one  prepared  by  this  committee  in  1924. 
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(12)  Charles  S.  Berry  having  reported  that  he  found  it  for  the 
present  inadvisable  to  prepare  a  Yearbook  on  “Special  Abilities 
and  Disabilities,”  the  Board  voted  that  no  action  be  taken  for  the 
present  in  connection  with  this  Yearbook. 

(13)  A  Report  on  Colleges  of  Liberal  Arts,”  prepared  by  F.  J. 
Kelly,  which  had  been  previously  submitted  for  consideration  as 
a  Yearbook  had  since  then  been  given  publication  in  other  journals, 
so  this  topic  was  stricken  from  the  list  of  proposed  Yearbooks. 

(14)  The  Yearbook  on  “Musical  Appreciation”  had  been  sug¬ 
gested  by  G.  M.  Whipple,  who  reported  that  he  was  not  ready  at 
present  to  make  definite  proposals,  but  wished  the  topic  continued 
on  the  list  of  possible  Yearbooks  for  future  consideration. 

(15)  Communications  having  been  received  from  Ernest  Burn¬ 
ham,  Norman  Frost,  and  Harold  Van  Buren  concerning  the  de¬ 
sirability  of  a  Yearbook  dealing  with  “Rural  Education,”  Mr.  Burn¬ 
ham  was  requested  to  submit  a  more  detailed  account  of  such  a 
Yearbook  for  presentation  at  the  fall  meeting  of  the  Board. 

(16)  Communications  were  read  from  John  L.  Horn,  of  Mills 
CoUege,  suggesting  a  Yearbook  on  “Speech  Defectives.”  The  Board 
felt  that  this  topic  would  probably  interest  a  comparatively  small 
number  of  our  readers  and  would,  furthermore,  be  better  under¬ 
taken  by  some  other  agency  than  this  Society. 

(17)  Communications  from  Earle  Rugg  concerning  the  desir¬ 
ability  of  a  Yearbook  dealing  with  “Extra-Class  Activities”  were 
read  and  discussed.  The  Directors  requested  L.  V.  Koos  to  com¬ 
municate  with  Mr.  Rugg  and  others  and  to  bring  to  the  fall  meeting 
a  possible  program  for  this  Yearbook. 

(18)  The  Secretary  reported  his  correspondence  with  respect  to 
Yearbooks  and  co-operation  in  their  preparation  had  with  the  fol¬ 
lowing  persons:  F.  R.  Pauly,  L.  C.  Sears,  P.  F.  Finner,  W.  T. 
Sanger,  Leo  Horst,  A.  R.  Mead,  Frances  F.  Bernard,  Mary  L. 
Patrick,  E.  F.  Buchner,  Lida  B.  Earhart,  Agnes  L.  Rogers,  Lucia 
B.  Mirrielees,  and  Edward  Rynearson. 

The  Board  expressed  its  appreciation  of  the  excellent  spirit  of 
co-operation  shown  by  these  members. 

(19)  On  the  basis  of  the  decision  made  with  respect  to  the  fore¬ 
going  Yearbooks,  the  Directors  proposed  that  certain  general  prin- 
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ciples  should  be  regarded  as  controlling  the  organization  and  opera¬ 
tion  of  the  Yearbook  committees  in  general.  These  general  principles 
included  the  following: 

(a)  All  Yearbooks  must  be  passed  upon  and  specifically  author¬ 
ized  by  the  Board  of  Directors  before  they  become  official  under¬ 
takings  of  the  Society. 

(b)  The  chairman  of  each  Yearbook  committee,  having  been  ap¬ 
pointed  by  the  Board  of  Directors,  is  expected,  as  soon  thereafter 
as  feasible,  to  propose  to  the  Board  the  names  of  the  persons  whom 
he  desires  to  have  form  the  personnel  of  his  committee,  and  these 
appointments  must  have  the  sanction  of  the  Board  to  become  official. 

(c)  The  chairman  may  make  use  of  the  services  of  other  persons 
than  the  authorized  committee  members,  both  in  consultation  and 
in  contributing  to  the  Yearbook,  but  these  additional  persons  are 
to  be  regarded  as  “associates”  of  the  official  committee,  not  as 
“members”  of  it. 

(d)  Funds  appropriated  for  the  holding  of  committee  meetings 
may  be  used  to  cover  the  travelling  expenses  of  committee  mem¬ 
bers,  but  not  of  associates. 

(e)  The  Society  will  not  be  liable  for  expenses  incurred  by  com¬ 
mittee  chairmen  in  excess  of  the  amounts  specified  for  each  com¬ 
mittee  by  the  Board  of  Directors. 

(f)  Committee  chairmen  are  expected  to  use  reasonable  care  to 
arrange  their  committee  meetings  with  respect  to  number,  time, 

and  place  in  such  a  way  as  to  conserve  the  financial  resources  of  the 
Society. 

(g)  Each  committee  chairman  is  to  present  to  the  Board  of 
Directors  at  its  annual  fall  meeting  a  report  of  progress  upon  the 
work  going  on  under  his  direction. 

(h)  Every  effort  should  be  made  to  present  at  the  fall  meeting* 
of  the  Board  of  Directors  (to  be  held  on  or  about  October  1st  when¬ 
ever  possible)  as  complete  a  formulation  as  possible  of  any  Yearbook 
which  it  is  proposed  to  publish  for  the  meeting  of  the  Society  to  be 
held  the  February  following. 

(20)  C.  H.  Judd  was  unanimously  elected  Chairman  of  the  Board 
of  Directors,  to  serve  until  December  31,  1924. 

(21)  C.  H.  Judd  and  H.  W.  Holmes  were  selected  as  the  two 
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members  to  retire  December  31,  1924— retiring  members  being, 
under  the  Constitution,  eligible  for  re-election. 

(22)  The  Secretary  was  requested  to  present  at  the  fall  meeting 
arguments  for  and  against  the  continuance  of  the  present  forms 
of  membership. 


Second  Meeting  of  the  Board 
(Chicago,  Illinois,  November  8,  1924.) 

Present:  Messrs,  Courtis,  Holmes,  Judd,  Koos,  Lord,  Rugg, 
Whipple. 

(1)  The  “Announcement,”  as  proposed  for  printing  by  the 
Secretary,  was  approved. 

(2)  A  request  for  rates  for  advertising  space  in  the  Yearbook  was 
received.  The  Directors  approved  the  reply  which  had  been  made 
by  the  Secretary  to  the  effect  that  advertising,  except  for  the  list 
of  the  Society’s  own  publications,  was  contrary  to  precedent  and  to 
the  spirit  of  the  Society’s  Yearbooks. 

(3)  Correspondence  was  submitted  between  the  Chairman  and 
Secretary  of  the  Board  and  officials  of  Section  Q  of  the  A.  A.  A.  S. 
The  Board  endorsed  the  position  taken  by  its  representatives  to 
the  effect  that  it  seemed  undesirable  to  arrange  for  a  formal  meet¬ 
ing  of  this  Society  in  December  in  affiliation  with  Section  Q. 

(4)  It  was  voted  that  the  list  of  active  members  to  be  printed 
in  the  Yearbook  should  hereafter  be  made  up  of  active  members 
of  the  Society  as  of  December  31st  of  the  preceding  year,  rather 
than  limit  it  to  those  who  had  at  that  time  paid  their  dues  in  advance 
for  the  following  year. 

(5)  The  Secretary  and  H.  W.  Holmes  were  made  a  committee 
with  power  to  arrange  a  contract  with  the  Atlantic  Printing  Com¬ 
pany  for  the  printing  of  the  1925  Yearbooks. 

(6)  It  was  voted  to  enter  on  the  minutes  as  a  matter  of  record, 
the  Secretary’s  statement  concerning  progress  being  made  in  de¬ 
veloping  his  office  to  a  point  where  it  might  operate  independently  of 
any  connection  with  institutions  to  which  he  might  be  attached. 
The  Secretary’s  report  also  showed  that  the  time  expended  by  him 
upon  the  Society’s  business  averaged  more  than  ten  hours  a  week. 

(7)  It  was  voted  that  the  budget  for  each  calendar  year  be  voted 
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at  the  fall  meeting  preceding  that  year;  also  that  as  a  matter  of 
policy,  funds  appropriated  for  a  budget  are  to  be  regarded  as 
charges  against  the  Society — that  is,  as  not  available  for  any  other 
activity  than  the  one  for  which  they  have  been  appropriated. 

(8)  It  was  estimated  that  $3,850.00  wras  already  committed  as 
possible  expenditures  prior  to  January  1,  1925,  of  which  amount 
$2,200.00  was  still  tied  up  in  the  form  of  appropriations  made  to 
Yearbook  committees.  In  addition,  the  following  budget  was  voted 
for  1925: 


For  the  Secretary’s  Office . .. .  $2,500.00 

For  Meetings  of  the  Board  of  Directors .  1,320.00 

For  Printing  and  Distributing  Yearbooks .  8,500.00 

For  further  exnenses  of  Yearbook  Committees .  850.00 


(9)  It  was  voted  not  to  include  in  the  final  ballot,  to  be  mailed 
to  the  active  members  for  the  election  of  two  members  of  the 
Board,  any  statements  concerning  the  professional  activities  of  the 
persons  named  in  the  ballot.  It  was  also  voted  that  the  signatures 
of  active  members  be  not  required  in  returning  these  ballots. 

(10)  Correspondence  was  reported  by  the  Secretary  dealing  with 
the  protests  which  had  been  made  concerning  the  policy  of  the 
Society  in  the  election  of  its  Board  of  Directors.  The  Board  voted 
unanimously  that  no  further  action  need  be  taken  concerning  the 
matter  raised  in  this  correspondence. 

(11)  On  the  basis  of  a  summary  of  the  arguments  for  and  against 
continuing  the  present  forms  of  membership,  it  was  unanimously 
voted  that  no  change  be  made  in  these  forms,  but  that  so  far  as 
possible  the  desirability  of  active  membership  be  increased  by 
offering  to  active  members  various  types  of  service  and  oppor¬ 
tunities  in  addition  to  the  privileges  they  already  enjoy. 

(12)  C.  W.  Washburne  submitted  a  typewritten  outline  of  a  Year¬ 
book  on  “Adapting  the  Schools  to  Individual  Differences.”  The 
Board  authorized  the  publication  of  this  Yearbook  in  1925  and  ap¬ 
propriated  not  to  exceed  $200.00  (in  place  of  the  $150.00  previously 
appropriated)  for  the  expenses  of  preparing  this  Yearbook  for 
publication.  It  was  further  voted  that  in  arranging  the  program 
for  this  Yearbook  an  effort  be  made  to  secure  30  minutes  of  free 
discussion  from  the  floor,  and  that  a  summary  of  the  salient  con- 
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tentions  of  the  Yearbook  be  mailed  in  November  to  active  members 
of  the  Society  for  the  purpose  of  stimulating  this  discussion. 

(13)  W.  S.  Gray  submitted  an  outline  of  the  Yearbook  on 
“Reading.”  It  was  voted  that  this  be  printed  in  1925  and  that  a 
similar  effort  be  made,  as  in  the  case  of  the  foregoing  Yearbook, 
to  secure  active  discussion  of  its  contents  from  the  floor  at  the 
annual  meeting. 

(14)  H.  0.  Rugg  reported  progress  made  by  the  committee  of 
which  he  is  chairman,  in  preparation  of  a  Yearbook  on  the  “Tech¬ 
nique  of  Curriculum  Making,”  and  similar  reports  were  made  for 
their  respective  committees  by  Messrs.  Courtis,  Terman,  and  Koos. 
(Statements  concerning  these  Yearbooks  appear  elsewhere  in  this 
volume.) 

The  Board  appropriated  a  sum  not  to  exceed  $800.00  for  the 
use  of  the  Committee  on  “Extra-Class  Activities”  with  the  expecta¬ 
tion  that  this  Yearbook  would  be  ready  for  printing  in  1927. 

(15)  Correspondence  was  read  by  C.  H.  Judd  and  Miss  Hoefer 
concerning  the  possibility  of  a  Yearbook  dealing  with  “Health  Edu¬ 
cation.”  It  was  voted  that  in  view  of  our  present  commitments  and 
of  the  numerous  agencies  that  might  better  undertake  the  assem¬ 
bling  of  material  on  this  topic,  that  we  should  not  undertake  a  Year¬ 
book  on  “Health  Education.” 

(16)  A  proposal  from  Mr.  Gary  Myers  suggesting  a  Yearbook 
on  “The  Prevention  of  Errors”  was  acted  upon  similarly  to  the 
foregoing  proposal. 

(17)  The  Secretary  suggested  that  a  Yearbook  on  “Mental 
Hygiene  and  the  Schools”  ought  to  meet  a  ready  reception,  and 
outlined  his  ideas  of  its  contents.  The  Secretary  was  requested  to 
communicate  with  various  persons  and  report  at  the  next  meeting 
of  the  Board  concerning  the  feasibility  of  such  a  Yearbook. 

(18)  It  was  voted  that  the  next  meeting  of  the  Directors  be 
held  Saturday,  February  1,  1925,  in  connection  with  the  session  of 
the  National  Education  Astoc  ation,  and  that  th.  rt,  be  a  regular 
meeting  in  the  fall,  in  October  or  November.  The  decision  as  to 
whether  there  should  also  be  a  meeting  in  May  was  deferred  to 
the  February  meeting. 

(19)  It  was  voted  tha.  the  Chairman  of  each  Yearbook  com- 
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mittee  be  asked  to  report  at  each  fall  meeting,  showing  the  progress 
of  his  committee  during  the  past  year  and  citing  its  needs  for  the 
ensuing  year. 

(20)  It  was  voted  that  the  clerical  expenses  of  committees  be 
regarded  as  a  legitimate  charge  against  the  appropriation  of  these 
committees,  in  addition  to  the  travelling  expenses  incurred  in  hold¬ 
ing  meetings  of  the  committees. 

(21)  In  view  o_  a  suggestion  that  one  of  the  Yearbooks  be  dedi¬ 
cated  to  an  individual,  it  was  unanimously  voted  that,  as  a  matter 
of  policy,  the  Board  does  not  favor  the  adoption  of  this  suggestion. 

(22)  C.  H.  Judd  was  requested  by  the  Board  to  prepare,  for  pres¬ 
entation  at  the  February  meeting,  resolutions  on  the  death  of  S.  C. 
Parker,  who  had  been  prominently  connected  with  the  Society  for 
many  years. 

(23)  It  was  voted  that  the  selection  of  the  presiding  officers  for 
the  February  meeting  be  left  to  a  H.  Judd,  with  power. 


REPORTS  ON  YEARBOOKS  IN  PREPARATION 

In  order  that  members  of  the  Society  may  be  informed  concern¬ 
ing  the  activities  that  are  in  progress  in  the  preparation  of  forth¬ 
coming  Yearbooks,  the  chairman  of  each  of  the  committees  now 
definitely  under  way  has  been  requested  by  the  Board  of  Directors 
to  present  brief  reports  to  indicate  the  purpose  and  scope  of  his 
Yearbook,  the  method  of  procedure  that  is  being  followed,  and  the 
progress  that  has  been  made.  Members  of  the  Society  are  once  more 
urged  to  communicate  freely  with  these  chairmen  upon  any  of  the 
matters  here  set  forth,  to  the  end  of  making  each  Yearbook  a  truly 
co-operative  undertaking. 

I 

The  Yearbook  on  “The  Technique  of  Curriculum-Making”* 

Chairman:  Dr.  Harold  O.  Rugg,  The  Lincoln  School  of  Teachers 

College,  New  York  City. 


The  committee  in  charge  of  the  preparation  of  this  Yearbook, 
which  is  expected  for  publication  in  1926,  consists  of  Messrs. 
Franklin  Bobbitt,  F.  G.  Bonser,  W.  W.  Charters,  Ernest  Horn, 
W.  H.  Kilpatrick,  and  Harold  Rugg,  chairman.  A  meeting  of  some 
members  of  the  committee  was  held  in  April,  and  of  others  of  the 
committee  in  September,  1924. 

The  intention  of  the  committee  is  to  put  forth  a  critical  study, 
frankly  theoretical,  organized  around  a  series  of  moot  questions. 
The  assembling  of  previous  research  studies  on  the  curriculum  was 
originally  contemplated,  but  is  now  abandoned  because  this  has  now 
been  done  by  the  Curriculum  Commission  of  the  National  Educa¬ 
tion  Association.  An  account  may,  however,  be  included  of  actual 
curriculum-making  now  going  on  in  public  school  systems.  The 
introductory  material  will  include  some  discussion  of  the  strategic 
importance  of  the  curriculum,  an  account  of  the  scientific  move¬ 
ment  in  curriculum-making  and  the  contribution  of  the  “free¬ 
st001”  movement.  The  body  of  the  Yearbook,  however,  will  center 
upon  the  “how”  of  curriculum-making — how  objectives  shall  be 


*  In  the  absence  of  any  statement  from  the  Chairman,  this  account 
has  been  prepared  by  the  Secretary  on  the  basis  of  notes  taken  of  a 
statement  by  Dr.  Rugg  to  the  Board  of  Directors. 
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determined,  how  materials  shall  be  selected,  how  modes  of  organiza¬ 
tion  shall  be  determined,  and  how  the  grade-placement  of  materials 
shall  be  determined.  An  annotated  bibliography  will  be  prepared. 

II 

The  Yearbook  on  “Methods  of  Measuring  the  Efficiency  of 

Teaching” 

Chairman:  Stuart  A.  Courtis,  School  of  Education,  University  of 
Michigan,  Ann  Arbor,  Michigan. 


The  advances  made  possible  by  the  scientific  study  of  educational 
problems  have  served  to  direct  the  attention  of  certain  groups  of 
educational  workers  to  method  in  a  new  way.  On  the  basis  of  certain 
evidence,  the  hypothesis  has  been  formulated  that  “the  value  of 
what  a  child  learns  is  determined  almost  completely  by  the  way  he 
learns  it;  that  is,  by  the  method  of  teaching  employed.  The  ‘new’ 
education,  which  throughout  the  world  is  winning  advocates  at  an 
astonishingly  rapid  rate,  is  characterized  by  changes  in  classroom 
procedure  far  more  radical  than  those  in  subject  matter.  If  the 
claims  made  for  the  effect  of  method  should  prove  to  be  well 
founded,  then  as  revolutionary  a  transformation  is  likely  to  take 
place  in  education  as  took  place  when  astrology  changed  to  astron¬ 
omy  and  alchemy  to  chemistry.  The  problem  of  method  would,  for 
our  age,  become  the  crucial  problem  in  education. 

The  committee  having  this  Yearbook  in  charge  proposes  to  deter¬ 
mine  the  validity  of  the  fundamental  hypothesis  quoted  above.  The 
problem  resolves  itself  into  two  parts,  each  of  which  should  result 
in  a  yearbook.  The  first  need  is  for  reliable  means  of  determining 
the  method  of  teaching  being  used  by  a  teacher  and  the  degree  of 
skill  with  which  it  is  used.  The  second  need  is  for  reliable  means  of 
measuring  the  various  aspects  of  the  effects  produced  and  thus  de¬ 
termining  the  efficiency  of  the  teaching  from  the  various  points  of 
view. 

The  law  of  the  single  variable  demands  that,  in  the  final  measure¬ 
ment  of  comparative  efficiency,  method  be  the  only  variable  factor 
This  means  that  teachers  using  different  methods  must  be  of  com' 
parable  degrees  of  skill  in  the  control  of  their  method.  It  means  also 
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the  clear  recognition  of  a  fact,  too  often  ignored  in  educational  ex¬ 
perimentation,  that  the  product  of  teaching  effort  has  many  aspects 
and  that  no  measurement  of  comparative  efficiency  is  valid  which 
does  not  include  comparison  of  the  effects  produced  in  all  the  signifi¬ 
cant  aspects. 

Specifically,  the  work  of  the  committee  will  consist  of  the  fol¬ 
lowing  : 

1.  Determination  of  the  significant  objective  characteristics  of 
the  various  methods  of  teaching  (question-and-answer  method, 
project,  problem,  lecture  method,  etc.)  and  of  methods  of  analysis,’ 
classification,  and  identification. 

Z  Construction  of  scales  for  the  measurement  of  teachers’  skill 
in  the  use  of  the  various  methods. 

3.  Determination  of  the  significant  products  of  teaching  effort 
(as  for  a  particular  lesson  in  arithmetic,  knowledge  of  how  to  add 
fractions,  skill  in  adding  fractions,  initiative  to  use  the  skill  in 
appropriate  life  situations,  etc.). 

A"  Construction  of  valid  tests  for  the  measurement  of  each  of  the 
significant  products. 

5.  Measurement  of  the  comparative  efficiency  of  the  various 
methods  of  teaching  in  terms  of  the  products  determined  upon. 

6.  Evaluation  of  results  from  the  point  of  view  of  the  determina¬ 
tion  of  the  contributions  of  method  to  results. 

The  various  phases  of  the  work  of  the  committee  differ  greatly  in 
their  difficulty  and  in  the  time  that  will  be  required  to  complete 
them.  The  first  step  is  comparatively  simple.  The  second  is  only 
slightly  more  difficult.  It  is  expected  that  these  parts  of  the  commit¬ 
tee’s  work  will  be  ready  for  publication  in  1926.  The  third,  fourth, 
and  fifth  steps  call  for  the  solution  of  many  puzzling  problems,  and 
while  the  committee  hopes  to  have  further  results  ’o  report  by  1927, 
no  definite  time  can  be  set  at  present  for  the  completion  of  the  entire 
labors  of  the  committee. 

All  persons  willing  to  co-operate  with  the  committee  by  attempt¬ 
ing  objective  definition  and  analysis  of  teaching  procedure  or  by 
reporting  actual  observation  of  lessons  under  the  conditions  laid 
down  by  the  committee  are  requested  to  write  to  the  chairman,  de¬ 
scribing  the  type  of  assistance  they  are  willing  to  render. 
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III 

The  Yearbook  on  the  “Possibilities  and  Limitations  of 

Training” 


Chairman:  Dr.  Lewis  M.  Terman,  Stanford  University, 
,  California 


The  committee  on  the  1927  Yearbook,  consisting  of  Bagley, 
Baldwin,  Brigham,  Freeman,  Pintner,  Whipple,  and  Terman  (chair¬ 
man),  met  at  Chicago  on  November  9,  1924,  and  outlined  its 
program  of  work.  This  Yearbook  will  be  devoted  entirely  to  in¬ 
vestigations  on  the  Possibilities  and  Limitations  of  Training.  It  is 
the  ancient  question  of  nature  versus  nurture,  with  special  reference 
to  their  influence  upon  the  scores  earned  in  intelligence  and  achieve¬ 
ment  tests.  The  committee  regards  most  of  the  studies  which  have 
been  made  in  this  field  as  ambiguous  and  believes  that  the  problem 
should  be  taken  up  anew  in  investigations  which  would  be  more 
conclusive. 

The  issues  involved  are  of  such  fundamental  importance  in  educa¬ 
tion  that  the  committee  hopes  it  may  be  possible  to  enlist  the  co¬ 
operation  of  many  investigators.  The  paragraphs  which  follow  in¬ 
dicate  types  of  experiments  that  might  be  expected  to  throw  light 
on  the  problem.  The  list  is  not  intended  to  be  exhaustive.  Perhaps 
other  lines  of  attack,  even  more  promising,  will  be  found.  Minor 
studies  can  be  published  in  the  Yearbook  in  full.  More  extensive 
investigations  could  be  published  separately  in  monograph  or  book 
form  and  be  merely  summarized  in  the  Yearbook.  Manuscript  for 
the  1927  Yearbook  should  reach  the  chairman  by  September  1,  1926. 

1.  Freeman  and  Terman  have  secured  a  grant  from  the  Common¬ 
wealth  Fund  for  a  co-operative  study  of  adopted  children.  Freeman 
will  compare  the  mental  resemblance  between  adopted  children  and 
their  true  sibs  with  that  obtaining  between  adopted  children  and 
their  foster  sibs.  Terman  will  compare  true  parent-true  child  re¬ 
semblance  with  foster  parent-adopted  child  resemblance.  Both 
Freeman  and  Terman  will  welcome  the  co-operation  of  other  in¬ 
vestigators.  Terman  is  using  only  foster  children  who  were  adopted 

m  the  first  year  of  life  by  persons  who  had  no  knowledge  of  their 
heredity. 
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2.  Studies  should  be  made  of  the  effect  on  achievement  and  intel¬ 
ligence  scores  of  intensive  training  in  the  school  subjects  or  in 
mind -training  exercises.  Groups  thus  trained  for  6  to  12  months 

should  be  compared  with  control  groups  of  equal  ability  at  the 
beginning. 

3.  Intelligence  tests  should  be  given  to  relatively  uneducated 
groups  of  children  and  followed  by  re-tests  of  the  children  after 
they  have  been  subjected  to  good  educational  influences.  Children 
entering  school  from  exceptionally  ignorant  homes  might  be  given 
B-S  tests  at  school  entrance  and  again  after  a  year  of  schooling. 
Children  adopted  from  poor  homes  into  good  homes  might  be  fol¬ 
lowed  up  and  retested.  In  all  such  experiments  children  of  foreign 
parentage  should  be  excluded. 

4.  Detailed  clinical  studies  should  be  made  of  the  results  of 
special  tutoring  of  individual  cases  of  low  I.Q.  It  is,  of  course, 
important  that  the  progress  made  by  such  cases  be  rigidly  checked 
up  by  objective  methods. 

5.  Studies  should  be  made  of  the  success  with  which  children  of 
given  mental  ages  can  be  taught  material  commonly  considered  too 
advanced  for  those  mental  ages.  Examples:  reading  at  mental  age  4, 
multiplication  table  at  mental  age  6,  fractions  at  mental  age  6  or  7 
map  reading  at  mental  age  7,  “lessons”  from  fables  or  stories  at 
mental  age  8,  reversing  hands  of  clock  at  mental  age  9,  etc. 
Obviously,  there  is  room  for  any  number  of  experiments  in  this  line. 

6..  It  is  extremely  desirable  to  compare  the  relative  influence  on 
pupils’  intelligence  and  achievement  scores  of  such  factors  as 
(a)  teacher  training,  teacher  expertness,  teacher  salary  schedules 
teacher  experience,  etc.,  and  (b)  mental  age  of  the  pupils. 

7.  Studies  should  be  made  of  the  relative  influence  of  mental  age 
and  length  of  school  attendance  upon  achievement  as  measured  by 
reliable  and  valid  educational  tests.  Among  1000  ten-year-olds 
(excluding  children  of  foreign  parents)  the  length  of  school  at¬ 
tendance  would  probably  range  from  a  few  months  to  50  months. 
To  what  extent  do  their  achievement  test  scores  depend  upon  at¬ 
tendance  and  to  what  extent  upon  Binet  mental  age?  By  utilizing 
the  method  of  partial  correlation  to  render  constant  the  factor  of 
age,  it  would  be  feasible  to  use  children  covering  a  wide  range  of 
ages.  It  may  be  pointed  out  that  in  making  comparisons  of  this  kind 


38 8 


THE  TWENTY-FOURTH  YEARBOOK 


most  of  the  group  intelligence  tests  are  unsatisfactory  because  of 
too  close  similarity  to  the  achievement  tests. 

8.  The  effects  of  improved  nutrition  upon  intelligence  and 
achievement  scores  should  be  measured.  Similarly,  the  effects  of 
operations  and  corrective  work  with  crippled  or  sickly  children. 

9.  Conclusive  investigations  should  be  made  of  the  extent  to 
which  such  musical  abilities  as  pitch  discrimination  and  sense  of 
rhythm  can  be  improved  by  training.  Seashore  has  promised  a  con¬ 
tribution  in  this  line. 

10.  In  several  types  of  investigations  of  the  relative  influence 
of  endowment  and  training  it  is  necessary  to  have  a  quantitative 
rating  of  the  cultural  status  of  the  child’s  home.  No  satisfactory 
rating  scale  for  this  purpose  exists.  It  is  hoped  that  someone  will 
undertake  to  complete  one  before  December,  1925,  or  at  latest  before 
September,  1926. 

11.  There  is  another  type  of  investigation  that  would  be  desirable, 
namely,  teaching  various  bits  of  skill  or  knowledge  to  children  of 
different  mental  ages  and  noting  the  amount  of  time  required  to 
attain  a  given  degree  of  mastery  at  each  mental  age.  Examples: 
learning  new  names  for  a  list  of  common  objects,  to  repeat  the 
Greek  alphabet,  to  use  the  Roman  numerals,  to  say  the  alphabet 
backwards,  to  extract  square  root  or  cube  root,  to  copy  a  diamond 
or  other  geometrical  design,  to  tie  a  bow  knot,  to  write  codes,  to 
tell  time  by  the  clock,  to  grasp  the  solution  of  a  puzzle  when  shown, 
etc.  Such  experiments,  although  they  would  not  afford  direct  evi¬ 
dence  on  the  nature-nurture  problem,  would  throw  considerable 
light  on  the  extent  to  which  mental  age  classifications  are  desirable 
for  purposes  of  instruction. 

In  order  to  avoid  duplication  of  effort,  those  who  are  willing  to 
undertake  an  investigation  for  this  Yearbook  should  communicate 
with  the  chairman  of  the  committee.  Among  those  who  have  already 
promised  are  Seashore,  Kelley,  Mrs.  L.  S.  Hollingworth,  Franzen, 
and  Ruch.  It  is  hoped  that  many  others  will  volunteer. 
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IV 

The  Yearbook  on  “Extra-Class  Activities” 

Chairman:  Professor  Leonard  V.  Koos,  University  of  Minnesota, 

Minneapolis,  Minnesota. 

Among  the  aspects  of  school  life,  especially  in  our  secondary 
schools,  which  have  come  in  for  increasing  attention  in  recent 
years,  are  what  are  commonly  referred  to  as  “extra-curricular 
activities,”  e.  g.,  athletics,  dramatics,  debating,  musical  organiza¬ 
tions,  general  organization  of  the  pupil  body,  student  councils,  etc. 
In  many  places  the  amount  of  the  pupils’  time  and  energy  devoted 
to  them  has  been  rapidly  increasing,  in  some  instances  owing  to 
what  is  intended  to  be  constructive  encouragement  by  teachers  and 
school  heads.  In  view  of  the  dearth  of  materials  helpful  to  those 
desirous  of  encouraging  proper  development  in  this  field,  the  Society 
is  fostering  the  assembly  and  publication,  not  later  than  1927, 
of  a  yearbook  devoted  exclusively  to  problems  falling  under  this 
main  head.  Those  who  have  had  opportunities  to  secure  special 
information  or  experiences  in  this  field  should  communicate  with 
the  chairman  as  soon  after  reading  this  announcement  as  possible. 
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The  yearbooks  of  the  National  Society  for  the  Study  of  Educa¬ 
tion  form  the  outstanding  feature  of  its  activities.  In  the  earlier 
days  of  the  Society  these  publications  were  comparatively  small  in 
size,  though  not  in  importance  of  their  topics  or  in  authoritative¬ 
ness  of  their  producers.  From  the  first,  the  policy  was  adopted 
of  issuing  the  yearbooks  in  advance  of  the  meeting  at  which  they 
were  to  be  discussed.  As  long  as  the  membership  of  the  Society 
was  limited  to  a  small  group  of  active  participants,  the  annual 
meetings  were  perhaps  of  even  more  importance  than  the  printed 
material  which  formed  the  subject  matter  for  discussion.  But  as 
the  Society’s  membership  increased  and  as  the  number  of  non¬ 
members  attracted  to  its  meetings  also  increased,  the  difficulty  of 
holding  these  intimate  discussions  likewise  increased,  the  meetings 
gradually  shifted  in  character,  so  that  the  formal  presentation  of 
addi  esses  came  to  assume  more,  and  the  discussions  less  importance 
—a  change  which  many  members  deplored,  but  which  it  has  seemed 
impossible  to  avoid.  At  the  same  time,  the  commercial  sales  of  year¬ 
books  not  distributed  to  members  in  return  for  their  dues  corre¬ 
spondingly  increased  and  gradually  affected  the  functions  of  the 
Society  in  ways  that  could  hardly  have  been  foreseen  at  the  outset. 
More  particularly,  the  financial  returns  from  the  sales  of  its  year¬ 
books  have  pi*oduced  for  the  Society  a  source  of  income  which  has 
increased  like  the  proverbial  snowball,  and  which  has  brought  it 
about  that  the  Society  is  to-day  in  some  respects  more  nearly  a 
publishing  society  than  a  society  for  the  holding  of  meetings  and 
discussion  of  educational  topics.  In  other  words,  the  production 
and  distribution  of  its  yearbooks,  rather  than  the  holding  of  its 
annual  meetings,  has  come  to  be  the  chief  method  by  which  the 
Society  is  now  influencing  the  trend  of  educational  thinking  and 
practice.  As  will  be  seen  by  a  glance  at  the  statements  given  in  the 
annual  reports  of  the  Secretary,  the  sums  now  available  to  the 
Society  from  the  sale  of  its  yearbooks  have  reached  very  consider¬ 
able  proportions.  The  policy  of  the  officers  of  the  Society  has  been 
consistently  to  return  these  profits  to  the  members  of  the  Society, 
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partly  by  issuing  yearbooks  that  often  cost  most  to  deliver  to  its 
members  than  the  dues  received  in  return,  partly  by  subsidizing 
more  effectively  the  work  of  the  various  committees  that  are  at  work 
upon  the  production  of  forthcoming  yearbooks. 

All  in  all,  then,  the  yearbooks  of  the  National  Society  for  the 
Study  of  Education  are  in  many  respects  a  feature  unique  among 
educational  organizations.  As  to  their  intrinsic  worth  as  educa¬ 
tional  documents,  there  need  be  no  argument ;  their  ready  sale,  the 
repeated  requests  for  permission  to  quote  from  their  pages,  and  the 
numerous  enthusiastic  unsolicited  endorsements  from  our  members 
are  sufficient  testimony. 

SUMMARY  OF  YEARBOOKS  I-XXIX 

The  following  is  a  list  of  the  fifty-six  books  published  to  date 
(1930)  together  with  the  names  of  the  contributors  and  a  brief 
synopsis  of  the  contents  of  each  book.  Perusal  of  this  summary 
will  show  the  scope  and  importance  of  the  Society’s  publications. 


VOLUME  ONE 

THE  FIRST  YEARBOOK,  Part  I  (1902) 

Some  Principles  in  the  Teaching  of  History 
Lucy  M.  Salmon 

This  first  yearbook  of  the  Society  is  a  concise  and  stimulating  discussion 
of  the  principles  underlying  the  teaching  of  history.  The  author  devotes  vari¬ 
ous  sections  of  the  paper  to  a  discussion  of  the  place  of  the  sources  in  the 
school  course,  the  historian  in  relation  to  the  selection  of  materials,  the  rela¬ 
tion  of  history  to  other  subjects,  and  changes  in  the  methods  of  teaching  it. 
The  concluding  section  gives  an  outline  of  the  history  recommended  for  use 
in  (he  twelve  grades. 

THE  FIRST  YEARBOOK,  Part  II  (1902) 

The  Progress  of  Geography  in  the  Schools 
W.  M.  Davis  and  H.  M.  Wilson 

Some  of  the  best  principles  which  govern  the  teaching  of  geography  to-day 
are  set  forth  in  this  early  yearbook  of  the  Society.  Mr.  Davis,  the  author  of 
the  major  portion  of  the  volume,  deplores  the  deficiency  of  higher  learning 
in  the  field,  urges  better  training  of  teachers  in  the  subject  matter,  stresses 
the  need  of  subordinating  detailed  items  to  general  principles,  points  out  the 
importance  of  showing  causal  relations  in  teaching  the  subject,  and  advocates 
better  and  more  extensive  use  of  equipment  of  geographical  laboratories.  Some 
space  is  devoted  to  a  discussion  of  ontography,  systematic  and  regional  physi- 
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ography,  and  systematic  and  regional  geography,  with'  brief  reference  to  their 
places  in  the  curriculum.  The  concluding  chapter,  by  Mr.  Wilson,  discusses 
the  relation  of  geography  to  the  sciences. 

THE  SECOND  YEARBOOK,  Part  I  (1903) 

The  Course  of  Study  in  History  in  the  Common  Schools 
Isabel  Lawrence,  Charles  A.  McMurry,  Frank  McMurry, 

Edward  C.  Page,  and  Emily  J.  Rice 

The  major  portion  of  this  yearbook  is  devoted  to  a  course  of  study  in 
history  for  grades  three  to  eight  inclusive,  prepared  by  Charles  A.  McMurry. 
Particular  recognition  is  given  to  the  intimate  relation  between  history  and 
reading  and  geography.  A  brief  course  in  geography  is  outlined  for  use  with 
the  subject  matter  in  history  and  reading.  The  final  chapters  of  the  volume 
are  a  series  of  interesting  papers  discussing  Miss  Salmon’s  presentation  of  the 
principles  of  teaching  history,  which  appeared  as  Part  I  of  the  First  Yearbook. 


THE  SECOND  YEARBOOK,  Part  II  (1903) 

The  Relation  of  Theory  to  Practice  in  Education 

David  Felmley,  Manfred  J.  Holmes,  John  A.  Keith,  and  Levi  Seeley 

Under  the  chairmanship  of  John  A.  Keith,  a  committee  of  the  Society 
undertook  a  careful  study  of  the  relation  of  theory  to  practice  in  education 
in  (a)  universities,  (b)  normal  schools,  and  (c)  city  training  schools.  The 
plans  of  the  committee  embraced  a  historical  account  of  earlier  procedure  in 
each  of  these  types  of  institutions,  an  account  of  contemporary  procedure,  an 
investigation  of  the  most  effective  relation  of  theory  to  practice  under  vari¬ 
ous  forms  of  institutional  organization,  and  a  study  of  the  relative  values  and 
essentials  of  some  nine  fields  of  subject  matter  offered  in  those  institutions. 
This  yearbook  is  devoted  largely  to  the  Committee’s  report  on  the  situation  in 
the  normal  schools. 

THE  THIRD  YEARBOOK,  Part  I  (1904) 

The  Relation  of  Theory  to  Practice  in  the  Education  of  Teachers 
Sarah  C.  Brooks,  John  Dewey,  C.  H.  Farnsworth,  F.  M.  McMurry, 

G.  R.  Richards,  D.  E.  Smith,  and  T.  D.  Wood 

This  yearbook  consists  of  three  sections:  (1)  a  paper  by  John  Dewey, 
entitled  “The  Relation  of  Theory  to  Practice  in  Education,”  (2)  further 
treatment  of  the  same  topic  in  a  paper  by  Sarah  C.  Brooks,  and  (3)  a  descrip¬ 
tion  of  the  ‘  ‘  Theory  and  Practice  at  Teachers  College,  Columbia  University  ’  ’ 
by  the  remaining  contributors.  The  secretary’s  report,  referring  to  the  meet¬ 
ing  at  which  this  yearbook  was  discussed,  states:  “The  entire  time  was  de¬ 
voted  to  the  discussion  of  Dr.  John  Dewey’s  paper.  .  .  .  This  paper  stirred  up 
a  good  deal  of  vigorous  thinking  and  provoked  a  great  deal  of  highly  valuable 
discussion.”  Dr.  Dewey  pointed  out  the  artificiality  of  the  conditions  under 
which  so-called  practice  is  secured  in  those  situations  where  young  teachers  gain 
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their  experience  by  taking  immediate  control  of  a  room  under  the  observation 
of  a  superior  supervisory  officer.  As  a  substitute  for  this  method,  he  proposed 
that  while  the  student  was  acquiring  his  knowledge  of  subject  matter,  theory, 
and  principles,  he  should  devote  long  periods  to  the  observation  of  both  skilled 
teachers  and  children  at  work  in  the  classroom.  This  was  to  be  followed  by 
an  assistantship  to  the  teacher,  which  should  lead  gradually  to  experience  in 
actual  teaching. 


THE  THIRD  YEARBOOK,  Part  II  (1904) 

Nature  Study 
Wilbur  S.  Jackman 

The  author  of  this  yearbook  has  three  objects  in  mind:  to  show  (1)  that 
nature  study  must  be  presented  in  accordance  with  the  general  principles  of 
psychology  which  apply  to  all  other  subjects;  (2)  that  it  is  necessary  to  start 
with  broad,  general  views  or  pictures  of  nature  and  proceed  gradually  to  the 
details;  and  (3)  that  nature  study  forms  but  a  part  of  education,  since  its 
relationships  reach  into  all  other  subjects  which  go  to  make  up  the  whole 
He  suggests  salient  centers  of  subject  matter  and  points  out  principles  of 
method,  carrying  through  the  whole  a  due  regard  for  the  needs  of  the  young 
and  growing  mind.  The  book  is  illustrated  and  contains  a  suggestive  course 


THE  FOURTH  YEARBOOK,  Part  I  (1905) 

The  Education  and  Training  of  Secondary  Teachers 
S.  D.  Brooks  J.  F.  Brown,  J.  S.  Brown,  C.  DeGarmo,  E.  G.  Dexter,  E.  C.  Elliott, 
C.  B.  Gilbert,  G.  S.  Hall,  R.  P.  Halleck,  M.  J.  Holmes,  E.  J.  James, 

L.  H.  Jones,  L.  C.  Lord,  A.  F.  Nightingale,  M.  V.  O’Shea, 

H.  H.  Seerley,  C.  C.  Van  Liew,  and  J.  N.  Wilkinson 

The  two  central  problems  of  this  yearbook  are:  (1)  What  constitutes  the 
ideal  secondary  teacher?;  and  (2)  By  what  selective  process  and  preparation 
can  the  realization  of  this  ideal  be  promoted?  These  problems  are  consid¬ 
ered  under  five  divisions:  (1)  an  historical  sketch,  which  seeks  to  trace  briefly 
the  genesis  of  secondary  schools  in  their  relation  to  the  life  of  the  people- 
(2)  a  presentation  of  the  opinions  of  five  experienced  secondary-school  men 
as  to  what  constitutes  the  ideal  secondary-school  teacher;  (3)  an  examina- 
lon  of  the  status  and  personnel  of  secondary  teachers  in  the  United  States- 
(4)  a  survey  of  the  provisions  for  the  preparation  of  secondary-school  teachers 
made  by  universities,  normal  schools,  and  colleges;  and  (5)  a  consensus  of 
opinion  as  to  the  relative  advantages  and  limitations  of  universities  and 
normal  schools  in  preparing  secondary-school  teachers. 


THE  FOURTH  YEARBOOK,  Part  II  (1905) 
the  Place  of  Vocational  Subjects  in  the  High-School  Curriculum 
J.  Stanley  Brown,  Gilbert  B.  Morrison,  and  Ellen  H.  Richards 


Three  main  groups  of  vocational  studies  have  been 
book:  commercial  work,  manual  training,  and  domestic 


treated  in  this  year- 
science.  These  topics 
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are  discussed  in  relation  to  their  then  present  status,  and  their  possibilities  for 
future  development.  The  concluding  chapters  of  the  book  are  devoted  to  a 
discussion  of  Part  I  of  the  Fourth  Yearbook. 


VOLUME  TWO 

THE  FIFTH  YEARBOOK,  Part  I  (1906) 

On  the  Teaching  op  English  in  Elementary  and  High  Schools 
George  P.  Brown  and  Emerson  Davis 

This  yearbook  opens  with  a  theoretical  dissertation  on  what  Mr.  Brown 
considers  the  philosophical  background  for  the  efficient  teaching  of  English. 
From  this  he  proceeds  to  a  more  practical  discussion  of  methods  of  teaching 
English  in  the  primary  and1-  grammar  grades  and  in  the  high  school.  The  lat¬ 
ter  part  of  the  book  describes  the  course  of  study  in  English  in  the  primary 
grades  of  the  public  schools  of  Cleveland. 

THE  FIFTH  YEARBOOK,  Part  II  (1906) 

The  Certification  of  Teachers 
Ellwood  P.  Cubberley 

This  yearbook  sets  forth  in  some  detail  the  conditions  prevailing  in  1906 
with  reference  to  the  certification  of  teachers,  traces  the  development  of  cer¬ 
tain  tendencies  relating  to  the  problem,  and  offers  suggestions  as  to  lines  along 
which  improvement  might  be  made. 

THE  SIXTH  YEARBOOK,  Part  I  (1907) 

Vocational  Studies  for  College  Entrance 

W.  J.  S.  Bryan,  C.  A.  Herrick,  II.  W.  Holmes,  T.  de  Laguna,  and 

V.  Prettyman 

Continuing  the  discussion  begun  in  Part  II  of  the  Fourth  Yearbook,  this 
yearbook  takes  up  those  aspects  of  vocational  subjects  relating  to  college 
entrance. 

THE  SIXTH  YEARBOOK,  Part  II  (1907) 

The  Kindergarten  and  Its  Relation  to  Elementary  Education 
Ada  Van  Stone  Harris,  Patty  S.  Hill,  E.  A.  Kirkpatrick,  Maria  Krause-Boelte, 
Harriette  M.  Mills,  and  Nina  C.  Vandewalker 

This  yearbook  is  devoted  to  an  investigation  of  the  relation  between  the 
kindergarten  and  elementary  school.  It  was  undertaken  in  order  to  further 
the  effort  to  establish  the  kindergarten  more  firmly  as  a  part  of  the  public- 
school  system  by  bridging  the  chasm  which  existed  between  it  and  the  primary 
grades.  It  contains  a  resume  of  Froebelian  principles,  a  presentation  of  both 
the  conservative  and  the  progressive  phases  of  kindergarten  education,  the 
history  of  kindergarten  influence  in  elementary  education,  and  a  discussion  of 
the  evolution  of  the  kindergarten  program. 
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THE  SEVENTH  YEARBOOK,  Part  I  (1908) 

The  Relation  of  Superintendents  and  Principals  to  the  Training  and 
Professional  Improvement  of  Their  Teachers 
Charles  D.  Lowry 

This  yearbook  is  largely  a  summary  of  replies  to  a  questiounaire  sent  to 
members  of  the  Society  and  others,  asking  (1)  for  opinions  as  to  the  need 
for  carrying  on  systematic  work  for  training  the  teaching  force  to  a  higher 
degree  of  efficiency,  and  (2)  for  statements  of  the  nature  of  such  work  in 
those  schools  in  which  it  was  carried  on.  The  replies  pointed  to  the  conclu¬ 
sion  that  the  greatest  essential  for  a  teacher ’s  life  and  growth  is  vigorous, 
systematic  study,  preferably  in  courses  under  the  direction  of  higher  institu¬ 
tions  of  learning.  Various  plans  for  attaining  this  result  are  presented  in  this 
volume. 


THE  SEVENTH  YEARBOOK,  Part  II  (1908) 

The  Coordination  of  the  Kindergarten  and  the  Elementary  School 
Margaret  Giddings,  B.  C.  Gregory,  Jennie  B.  Merrill,  and  Bertha  Payne 

“Supplement  to  Sixth  Yearbook,  Part  II”  is  the  secondary  title  of  this 
yearbook.  Following  the  somewhat  theoretical  discussion  of  the  problem  set 
forth  in  the  earlier  yearbook,  this  one  attacks  the  more  practical  consideration 
of  how  to  coordinate  the  work  of  the  kindergarten  and  the  school.  It  discusses 
ways  and  means  of  securing  organic  continuity  between  the  two,  shows  how 
the  right  training  of  teachers  may  further  the  work  of  coordination,  and  sets 
forth  the  relation  of  supervision  to  the  question  at  issue. 


THE  EIGHTH  YEARBOOK,  Part  I  (1909) 

Education  With  Reference  to  Sex:  Pathological,  Economic,  and 

Social  Aspects 

Charles  Richmond  Henderson 

THE  EIGHTH  YEARBOOK,  Part  II  (1909) 

Education  With  Reference  to  Sex  :  Agencies  and  Methods 
Charles  Richmond  Henderson  and  Helen  C.  Putnam 

The  two  parts  of  the  Eighth  Yearbook  are  meant  to  be  considered  as  a 
single  study.  In  Part  I  of  the  study  evidence,  drawn  from  the  testimonies 
and  experiences  of  well-known  physicians  and  social  hygienists,  is  offered  to 
reveal  the  urgent  need  for  instructing  youth  in  sex  hygiene.  Part  II  gives 
practical  suggestions  to  parents  and  teachers  regarding  formal  instruction  in 
matters  of  sex.  The  study  concludes  with  a  helpful  paper  by  Dr.  Putnam,  en¬ 
titled  “Sex  Instruction  in  the  Schools,”  which  is  devoted  chiefly  to  showing 
how  this  instruction  may  be  presented  in  the  school  naturally  and  wholesomely 
in  connection  with  biology. 
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VOLUME  THREE 

THE  NINTH  YEARBOOK,  Part  I  (1910) 

Health  and  Education 
Thomas  Denison  Wood 

A  brief  synopsis  is  given  in  this  yearbook  of  the  different  phases  of  edu¬ 
cational  administration,  supervision,  and  instruction  which  have  to  do  with 
health.  It  treats  of  health  examinations,  school  sanitation,  the  hygiene  of  in¬ 
struction,  health  instruction,  and  physical  education.  A  helpful  bibliography 
concludes  the  volume. 


THE  NINTH  YEARBOOK,  Part  II  (1910) 

The  Nurse  in  Education 

M.  Adeline  Nutting,  Mary  L.  Read,  Isabel  M.  Stewart,  and  Thomas  D.  Wood 

Supplementing  the  discussion  in  Part  I,  this  volume  is  devoted  to  the  role 
in  education  of  the  professionally  trained  nurse.  It  presents  some  of  the  im¬ 
portant  results  attained  in  this  field,  outlines  the  scope  and  possibilities  of 
the  work,  suggests  the  relationship  of  the  nurse  to  the  community,  and  indi¬ 
cates  the  coordination  of  the  nurse ’s  work  with  that  of  parent,  regular  teacher, 
school  physician,  teacher  of  physical  education,  and  other  special  teachers 
whose  particular  subjects  bring  them  into  relation  with  the  health  side  of 
education. 


THE  TENTH  YEARBOOK,  Part  I  (1911) 

The  City  School  as  a  Community  Center 

C.  W.  Crampton,  Mrs.  E.  C.  Grice,  Mrs.  S.  E.  Hyre,  H.  C.  Leipziger, 

C.  A.  Perry,  E.  W.  Stitt,  E.  J.  Ward,  and  R.  D.  Warden 

The  contributors  to  this  volume  have  described  in  a  concrete  way  the  ex¬ 
tent  and  character  of  experiments  carried  on  under  their  direction  for  making 
the  school  a  community  center.  They  include  in  their  discussion  methods 
employed,  results  secured,  concrete  incidents,  difficulties,  criticisms,  and  sug¬ 
gestions  encountered  in  their  experiments,  together  with  comparisons  of  similar 
work  conducted  in  other  communities. 


THE  TENTH  YEARBOOK,  Part  II  (1911) 

The  Rural  School  as  a  Community  Center 

E.  C.  Bishop,  B.  H.  Crocheron,  B.  M.  Davis,  Jessie  Field,  A.  B.  Graham, 

F.  W.  Howe,  O.  J.  Kern,  and  M.  T.  Scudder 

This  volume  supplements  Part  I,  and  treats  in  a  similar  manner  the  prob¬ 
lems  and  considerations  involved  in  making  the  rural  school  a  community  cen¬ 
ter.  It  concludes  with  a  bibliography  on  city  and  rural  schools  as  social 

centers. 
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THE  ELEVENTH  YEARBOOK,  Part  I  (1912) 

Industrial  Education:  Typical  Experiments  Described  and  Interpreted 
J.  F.  Barker,  M.  Bloomfield,  B.  W.  Johnson,  P.  Johnston,  L.  M.  Leavitt, 

G.  A.  Mirick,  M.  W.  Murray,  C.  F.  Perry,  A.  L.  Safford, 
and  H.  B.  Wilson 

In  this  yearbook  an  attempt  is  made  to  bring  together  accounts  of  actual 
progress  made  in  organizing  schools  for  industrial  education,  to  interpret  the 
various  lines  of  experimentation  undertaken,  and  to  demonstrate  practical  pos¬ 
sibilities.  Each  contributor  was  requested  to  describe  the  history,  organization, 
and  results  of  industrial  education  in  his  school,  to  compare  his  with  other 
schools  of  the  same  type,  and  to  show  how  his  particular  type  of  undertaking 
might  contribute  toward  the  whole  problem  of  industrial  education.  (See  the 
Twenty- Third  Yearbook,  Part  II,  for  further  treatment  of  this  topic.) 

THE  ELEVENTH  YEARBOOK,  Part  II  (1912) 

Agricultural  Education  in  Secondary  Schools 
H.  F.  Button,  F.  R.  Crance,  D.  J.  Crosby,  W.  H.  French,  W.  R.  Hart, 

A.  C.  Monahan,  R.  W.  Stimson,  and  G.  F.  Warren 
The  aim  of  this  yearbook  was  to  present  accounts  of  what  was  actually 
being  done  in  secondary  agricultural  training  in  various  parts  of  the  United 
States  at  the  time  it  wras  prepared.  It  represents  an  analysis  of  the  typical 
experiments  which  were  under  way  at  that  time,  and  gives  some  interpretation 
of  each  plan  and  its  results. 

THE  TWELFTH  YEARBOOK,  Part  I  (1913) 

The  Supervision  of  City  Schools 
Franklin  Bobbitt,  John  W.  Hall,  and  J.  D.  Wolcott 
Professor  Bobbitt,  who  contributes  the  major  portion  of  this  yearbook, 
treats  the  question  of  supervision  under  seven  main  heads,  the  most  important 
of  which  are:  the  need  for  definite  standards  of  achievement  (with  special 
reference  to  achievement  tests)  ;  the  necessity  of  determining  under  actual 
conditions  the  most  efficient  methods  for  actual  service,  and  then  insisting  upon 
them ;  the  importance  of  standard  qualifications  for  teachers,  with  some 
account  of  a  rating  scale  ;  the  need  for  standard  preliminary  training  of 
teachers;  the  need  for  training  during  service;  and  the  importance  of  de¬ 
fining  for  teachers  the  extent,  standards,  and  methods  of  work  that  are  ex¬ 
pected.  The  appendix,  by  Professor  Hall,  gives  an  account  of  the  supervision 
of  beginning  teachers  in  Cincinnati.  Mr.  Wolcott  contributes  a  bibliography 
on  city-school  supervision. 

THE  TWELFTH  YEARBOOK,  Part  II  (1913) 

The  Supervision  of  Rural  Schools 

A.  S.  Cook,  J.  Davis,  L.  J.  Hanifan,  U.  J.  Hoffman,  W.  Lund,  A.  C.  Monahan, 
E.  M.  Rapp,  J.  E.  Warren,  and  J.  D.  Wolcott 
This  is  the  third  yearbook  of  the  National  Society  to  deal  with  an  im¬ 
portant  phase  of  the  administration  of  rural  schools.  The  several  authors 
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give  accounts  of  what  was  actually  being  achieved  in  typical  situations  in 
various  parts  of  the  United  States  at  the  time  the  yearbook  appeared. 


VOLUME  FOUR 

THE  THIRTEENTH  YEARBOOK,  Part  I  (1914) 

Some  Aspects  op  High-School  Instruction  and  Administration 

E.  R.  Breslich,  L.  D.  Coffman,  W.  A.  Jessup,  and  H.  C.  Morrison 

The  three  sections  of  this  yearbook  are  devoted  to  a  discussion  of  re¬ 
constructed  mathematics,  supervised  study,  and  North  Central  High  Schools, 
respectively.  The  first  discusses  very  concretely  needed  re-adjustments  in  the 
subject  of  mathematics.  The  second  presents  the  fundamental  principles  at 
the  basis  of  the  movement  for  supervised  study,  together  with  a  review  of  the 
experiments  that  had  been  tried  in  various  parts  of  the  country.  The  last 
paper  shows  that  a  clear  understanding  of  existing  conditions  with  respect  to 
the  quality  of  the  teaching  staff  is  one  of  the  most  important  steps  in  the 
direction  of  reconstruction  of  the  subjects  of  the  curriculum. 

THE  THIRTEENTH  YEARBOOK,  Part  II  (1914) 

Plans  for  Organizing  School  Surveys,  with  a  Summary  of  Typical 

School  Surveys 

Charles  II.  Judd  and  Henry  L.  Smith 

The  first  paper  in  this  volume  treats  the  problem  of  school  surveys  from 
three  angles:  the  conditions  necessitating  careful  study  of  local  school  situ¬ 
ations;  the  forces  that  can  most  safely  and  profitably  be  intrusted  with  mak¬ 
ing  local  surveys;  and  a  possible  method  of  approach  to  the  problem  in  cities 
of  from  five  to  fifty  thousand  inhabitants.  The  second  paper,  by  Professor 
Judd,  includes  accounts  of  all  major  surveys  up  to  1914,  and  gives  a  view 
of  the  different  types  of  such  inquiries. 

THE  FOURTEENTH  YEARBOOK,  Part  I  (1915) 

Minimum  Essentials  in  Elementary-School  Subjects — Standards  and 

Current  Practices 

W.  C.  Bagley,  S.  A.  Courtis,  F.  N.  Freeman,  W.  S.  Gray,  H.  W.  Holmes, 

J.  F.  Hosic,  W.  A.  Jessup,  R.  G.  Jones,  H.  C.  Pryor, 

F.  E.  Thompson,  and  H.  B.  Wilson 

This  yearbook  is  the  1915  report  of  investigators  cooperating  with  the 
Committee  of  the  Department  of  Superintendence  of  the  National  Education 
Association  on  Economy  of  Time  in  Education,  H.  B.  Wilson,  chairman. 
Three  other  important  yearbooks  of  the  Society  (XVI,  Part  I;  XVII,  Part  I; 
and  XVIII,  Part  II)  are  devoted  to  the  subsequent  reports  of  this  important 
committee.  This  report  has  to  do  with  means  of  developing  a  program  for 
economizing  time  in  the  elementary  school.  A  general  survey  is  presented, 
showing  how  time  is  at  present  distributed  in  representative  cities  and  de¬ 
scribing  typical  experiments  for  gaining  economy.  The  bulk  of  the  report 
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deals  with  minimal  standards  in  reading,  handwriting,  spelling,  composition, 
grammar,  arithmetic,  geography,  history,  and  literature,  and  represents  a  series 
of  efforts  by  different  contributors  to  determine  for  these  subjects  just  what 
topics  or  aspects  are  truly  essential. 

THE  FOURTEENTH  YEARBOOK,  Part  II  (1915) 

Methods  for  Measuring  Teachers’  Efficiency 
Arthur  C.  Boyce 

The  author  of  this  monograph  calls  attention  first  to  the  need  for  rating 
teachers  and  to  the  many  inadequacies  of  the  schemes  for  rating  that  are  in 
common  use.  To  meet  this  need  and  overcome  these  weaknesses,  he  proposes 
a  method  for  rating  which  features  a  selected  list  of  traits,  a  careful  defini¬ 
tion  of  these  traits,  and  a  graphic  method  for  doing  the  rating.  He  also  sets 
forth  the  results  obtained  by  his  method  and  discusses  the  relative  importance 
of  the  several  qualities  of  merit  in  teachers.  Mr.  Boyce’s  rating  scale  has 
attracted  much  attention  and,  in  its  original  form  or  with  variations,  has  been 
employed  in  the  rating  of  large  numbers  of  teachers. 


THE  FIFTEENTH  YEARBOOK,  Part  I  (1916) 

Standards  and  Tests  for  the  Measurement  of  the  Efficiency  of 
Schools  and  School  Systems 

B.  T.  Baldwin,  F.  W.  Ballou,  D.  C.  Bliss,  B.  R.  Buckingham,  H.  G.  Childs, 
S.  A.  Courtis,  E.  P.  Cubberley,  C.  H.  Judd,  George  Melcher,  E.  E. 

Oberholtzer,  J.  B.  Sears,  Daniel  Starch,  G.  D.  Strayer,  M.  R. 

Trabue,  and  G.  M.  Whipple 

This  volume  is  the  report  of  the  Committee  of  the  National  Council  of 
Education  of  the  National  Education  Association,  under  the  chairmanship  of 
G.  D.  Strayer,  assisted  by  several  invited  collaborators.  The  fifteen  chapters 
are  grouped  into  two  sections.  ,  Section  I  deals  with  the  derivation  of  scales 
and  units  of  measurement,  including  scales  for  physical  growth  and  for  arith¬ 
metic,  score  cards  for  city  school  buildings,  and  completion  tests  for  school 
use.  Section  II  deals  with  the  application  of  scales  and  units  of  measure¬ 
ment  m  the  work  of  educational  supervision  and  administration.  Among  the 
systems  from  which  accounts  of  the  use  of  measuring  scales  are  reported  are 
Boston;  Montclair;  Bloomington,  Indiana;  Detroit;  Salt  Lake  City;  Kansas 
City,  Missouri;  Tulsa,  Oklahoma;  Oakland,  California;  Cleveland,  Ohio •  and 
Madison,  Wisconsin.  ’ 


VOLUME  FIVE 

THE  FIFTEENTH  YEARBOOK,  Part  II  (1916) 

The  Relationship  Between  Persistence  in  School  and  Home  Conditions 

Charles  E.  Holley 

The  author  of  this  monograph  investigated  on  a  fairly  comprehensive 
scale  the  question:  What  factors  determine  the  number  of  years  of  schooling 
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received  by  pupils  in  the  public  schools?  Among  the  conclusions  reached  are 
these:  (1)  There  is  a  high  correlation  between  the  general  cultural  ad¬ 
vantages  of  a  home  and  the  schooling  the  children  will  receive.  (2)  Environ¬ 
mental  influences  more  often  cause  a  child  to  stop  attending  school  than  lack 
of  ability.  (3)  Early  elimination  from  school  is  largely  due  to  factors  over 
which  the  school  has  little  or  no  control.  (4)  High  schools  are  largely  attended 
by  the  children  of  the  “better  class.”  (5)  Marriages  are  distinctly  affected 
by  “educational  selection.”  (6)  A  family  tradition  of  schooling  is  effective 
in  inducing  unusual  persistence  in  school  in  somes  cases. 

THE  FIFTEENTH  YEARBOOK,  Hart  III  (1916) 

The  Junior  High  School 
Aubrey  A.  Douglass 

This  monograph,  which  is  accompanied  by  a  bibliography  of  173  titles, 
presents  an  excellent  account  of  the  junior  high  school  as  it  existed  in  1916. 
In  the  Appendix,  particularly,  will  be  found  a  general  summary  of  the  situa¬ 
tion  based  on  information  from  100  American  cities.  The  body  of  the  volume 
discusses  the  general  problems  involved,  the  arguments  for  and  against  this 
type  of  school,  its  curriculum,  its  housing,  and  the  characteristics  of  adoles¬ 
cence  that  it  attempts  to  meet  and  utilize. 

THE  SIXTEENTH  YEARBOOK,  Part  I  (1917) 

Second  Report  of  the  Committee  on  Minimal  Essentials  in  Elementary- 

School  Subjects 

W.  C.  Bagley,  W.  W.  Charters,  F.  N.  Freeman,  W.  S.  Gray,  Ernest  Horn, 
J.  H.  Hoskinson,  W. ,  S.  Monroe,  C.  F.  Munson,  H.  C.  Pryor, 

L.  W.  Rapeer,  G.  M.  Wilson,  and  H.  B.  Wilson 

This  yearbook  is  the  1917  report  of  investigators  cooperating  with  the 
Committee  on  Economy  of  Time  of  the  Department  of  Superintendence  of  the 
National  Education  Association,  H.  B.  Wilson,  chairman,  and  is  the  second 
printed  report  of  that  committee.  It  contains  a  further  report  on  every  sub¬ 
ject  discussed  in  the  first  report  (Fourteenth  Yearbook,  Part  I)  and  also  a 
preliminary  report  on  physical  education.  In  this  report  the  emphasis  is  upon 
the  social  value  of  the  content  of  the  several  school  subjects  as  a  basis  for  the 
instruction  given  in  them. 

THE  SIXTEENTH  YEARBOOK,  Part  II  (1917) 

The  Efficiency  of  College  Students  as  Conditioned  by  Age  at  Entrance 

and  Size  of  High  School 
B.  F.  Pittenger 

The  author  of  this  monograph  sought  by  statistical  methods  to  answer 
two  questions:  Is  the  quality  of  work  done  by  college  students  affected  by  the 
age  at  which  they  enter  or  by  the  size  of  the  high  school  from  which  they 
come?  His  results,  based  on  a  study  of  828  students  at  the  University  of 
Minnesota,  show,  among  other  things,  (1)  that  those  entering  before  18  years 
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of  age  did  better  work  than  those  who  entered  at  18  or  later,  (2)  that  graduates 
of  public  schools  did  better  work  than  graduates  of  military,  private,  or  church 
schools,  (3)  that  graduates  of  large  schools  did  better  work  than  graduates  of 
small  schools,  (4)  that  the  women  did  better  work  than  the  men,  and  (5)  that 
elimination  from  the  college,  especially  in  the  freshman  year,  is  highly  quali¬ 
tative,  m  that  the  good  students  tend  to  remain  and  the  poor  ones  to  leave. 


THE  SEVENTEENTH  YEARBOOK,  Part  I  (1918) 

Third  Report  of  the  Committee  on  Economy  of  Time  in  Education 
W.  C.  Bagley,  B.  B.  Bassett,  M.  E.  Branom,  Alice  Camerer,  J.  E.  Dealey, 
C.  A.  Ellwood,  E.  B.  Greene,  A.  B.  Hart,  J.  F.  Hosic,  E.  T.  Housh, 

W.  H.  Mace,  L.  R.  Marston,  H.  C.  McKown,  A.  E.  Mitchell, 

W.  C.  Reavis,  D.  Snedden,  and  H.  B.  Wilson 


This  is  the  1918,  or  third  (printed)  report  of  the  Committee  of  the  De¬ 
partment  of  Superintendence  of  the  National  Education  Association  on  Econ¬ 
omy  of  Time  in  Education,  and  is  prepared  by  various  cooperating  investi¬ 
gators.  Like  the  first  and  second  reports,  printed  as  yearbooks  of  this  Society 
it  deals  primarily  with  studies  concerning  the  minimal  essentials  of  various 
e  ementary-school  subjects,  including  arithmetic,  geography,  reading,  compo¬ 
sition,  civics,  and  history.  A  special  feature  of  this  report  is  a  symposium  on 
the  purposes  of  historical  instruction  in  the  seventh  and  eighth  grades,  arranged 
by  W.  C.  Bagley,  and  contributed  to  by  Professors  Dealey,  Ellwood,  Greene 
art  Mace  and  Snedden.  With  the  exception  of  this  symposium,  the  various 
articles  m  this  yearbook  deal  with  actual  investigations  of  the  content  of  the 
curriculum,  especially  m  its  relation  to  the  needs  of  daily  life. 


VOLUME  SIX 

THE  SEVENTEENTH  YEARBOOK,  Part  II  (1918) 

The  Measurement  of  Educational  Products 

E.  J.  Ashbaugh,  W.  A.  Averill,  L.  P.  Ayres,  F.  W.  Ballou,  Edna  Bryner, 
B.  R.  Buckingham,  S.  A.  Courtis,  M.  E.  Haggerty,  C.  H.  Judd 
George  Melcher,  W.  S.  Monroe,  E.  A.  Nifenecker, 
and  E.  L.  Thorndike 


The  writers  of  this  yearbook  prepared  it  as  representatives  of  the  Na¬ 
tional  Association  of  Directors  of  Educational  Research  (now  the  Educational 
Research  Association)  with  the  intent  "to  gather  into  one  handy  volume  a 
rather  complete  statement  of  the  various  aspects  of  a  new  movement  which 
seems  destined  to  have  a  profound  and  permanent  influence  upon  American 
Education.  From  the  ready  reception  accorded  the  yearbook,  it  is  not  too 
much  to  say  that  this  "rather  complete  statement’'  had,  itself,  a  quite  con¬ 
siderable  influence  m  furthering  the  movement  for  educational  measurement 
Among  the  topics  considered  were:  the  history  of  educational  measurement' 
nature  and  purposes  of  such  measurement,  the  organization  of  bureaus  of 
research,  a  list  of  existing  tests  and  scales,  an  exposition  of  statistical”,™ 
and  methods,  and  suggestions  for  future  development. 
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THE  EIGHTEENTH  YEARBOOK,  Part  I  (1919) 

The  Professional  Preparation  of  High-School  Teachers 
G.  N.  Cade,  S.  S.  Colvin,  Charles  Fordyce,  H.  H.  Foster,  T.  W.  Gosling,  W.  S. 

Gray,  L.  V.  Koos,  A.  R.  Mead,  H.  L.  Miller,  F.  C.  Whitcomb, 
and  Clifford  Woody 

The  first  160  pages  of  this  “double  number”  are  devoted  to  a  description 
by  H.  L.  Miller  of  the  University  of  Wisconsin  plan  for  the  preparation  of 
high-school  teachers.  Section  II  contains  three  chapters  by  Gosling,  Colvin, 
Koos,  and  \\  oody  on  miscellaneous  aspects  of  the  problem  of  teacher-training. 
Section  III,  which  the  remaining  contributors  prepared,  is  a  report  of  the  Com¬ 
mittee  of  the  Society  of  College  Teachers  of  Education  on  Practice  Teaching  for 
Secondary  Teachers.  The  volume  as  a  whole  thus  contains  not  only  important 
analyses  of  prevailing  conditions  in  the  training  of  high-school  teachers,  but 
also  suggestive  accounts  of  several  novel  experiments  looking  toward  the 
bettering  of  the  deficiencies  found  to  exist  in  the  preparation  of  such  teachers. 

THE  EIGHTEENTH  YEARBOOK,  Part  II  (1919) 

Report  on  Economy  of  Time  in  Learning:  Fourth  Report  of  Committee 
on  Economy  of  Time  in  Education 

F.  C.  Ayer,  F.  N.  Freeman,  W.  S.  Gray,  Ernest  Horn,  W.  S.  Monroe, 

C.  E.  Seashore,  and  H.  B.  Wilson 

This  group  of  investigators  operated  as  a  sub-committee  of  the  committee 
that  was  responsible  for  three  preceding  yearbooks  bearing  similar  titles.  The 
group  took  as  its  task  the  formulation  of  rules,  or  recipes,  by  which  economy 
could  be  secured  in  education,  not  by  better  selection  of  topics  for  instruction 
(stressed  in  the  preceding  reports),  but  by  improved  methods  of  teaching  which 
had  been  selected.  The  yearbook,  accordingly,  takes  the  form  of  a  series  of 
statements  of  fundamental  principles  which  investigation,  or  the  best  expert 
opinion,  has  shown  should  be  followed  in  teaching  writing,  reading,  spelling, 
arithmetic,  drawing,  and  music.  This  ‘meaty’  report  has  been  much  quoted 
and  decidedly  influential. 


VOLUME  SEVEN 

NINETEENTH  YEARBOOK,  Part  I  (1920) 

New  Materials  of  Instruction 

A  Committee  of  the  Society  was  created  in  1918  under  the  title  “Com¬ 
mittee  on  Materials  of  Education,”  which  had  for  its  members  Messrs.  W.  C. 
Bagley,  J.  C.  Brown,  C.  E.  Chadsey,  L.  D.  Coffman,  E.  P.  Cubberley,  E.  C. 
Elliott,  H.  C.  Morrison,  G.  D.  Strayer,  G.  M.  Whipple,  and  C.  H.  Judd,  chairman. 
With  the  cooperation  of  numerous  persons  this  Committee  assembled  as  their 
first  report  detailed  examples  of  new  materials  of  instruction,  particularly  in 
the  fields  of  reading,  geography,  history,  nature  study,  mathematics,  and  com¬ 
munity  life.  The  Committee  stressed  the  importance  of  inducing  school  boards 
to  set  aside  each  year  a  certain  amount  of  instructional  energy  for  the  purpose 
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of  making  similar  new  materials  of  instruction.  (For  further  discussion  of  this 
topic,  see  the  Twentieth  Yearbook,  Part  I.) 

NINETEENTH  YEARBOOK,  Part  II  (1920) 

Classroom  Problems  in  the  Education  op  Gifted  Children 
Theodore  S.  Henry 

Dr.  Henry  summarized  various  types  of  flexible  promotion  schemes,  de¬ 
scribed  typical  special  rooms  for  gifted  pupils,  and  then  recounted  at  length 
the  methods  and  results  of  an  experimental  room  for  gifted  pupils  organized 
at  Urbana,  Illinois.  The  closing  chapters,  in  addition  to  a  six-page  bibliogra¬ 
phy,  discuss  the  problem  of  adapting  classroom  methods  to  the  training  of 
gifted  children,  and  present  a  series  of  eighteen  specific  recommendations  for 
carrying  on  this  type  of  educational  endeavor.  (For  further  discussion  of  this 
topic,  see  the  Twenty-Third  Yearbook,  Part  I.) 

THE  TWENTIETH  YEARBOOK,  Part  I  (1921) 

Second  Report  op  the  Society’s  Committee  on  New  Materials 

op  Instruction 

Frances  Berry,  Edna  Keith,  F.  J.  Kelly,  W.  N.  Kerr,  H.  G.  Lull,  Nellie  R. 

Olson,  Nina  Van  dewalker,  F.  L.  Whitney,  and  Numerous  Collaborators 

The  Society’s  Committee  (the  same  as  that  for  the  Nineteenth  Yearbook, 
Part  I),  under  the  chairmanship  of  F.  J.  Kelly,  appointed  as  sub-committee 
chairmen  the  persons  listed  above,  who  gathered  and  organized  295  detailed 
examples  of  new  materials  of  instruction,  and  classified  them  for  use  in  the 
kindergarten,  the  various  elementary  grades,  the  junior  and  the  senior  high 
school,  and  in  special  classes  for  the  subnormal.  These  exercises,  or  ‘ projects,’ 
all  possess  a  degree  of  novelty  and  by  the  strong  appeal  they  make  to  children 
are  decidedly  suggestive  to  teachers  who  are  searching  for  material  outside 
that  of  the  regular  textbooks  or  ordinary  supplementary  reading.  This  year¬ 
book,  like  its  predecessor  on  the  same  topic,  may  be  regarded  as  a  portion  of  the 
contribution  made  by  this  Society  toward  the  reorganization  of  the  curriculum. 

THE  TWENTIETH  YEARBOOK,  Part  II  (1921) 

Report  op  the  Society’s  Committee  on  Silent  Reading 
May  A.  Burgess,  S.  A.  Courtis,  C.  E.  Germane,  W.  S.  Gray,  H.  A.  Greene, 

Reginia  R.  Heller,  J.  H.  Hoover,  James  A.  O’Brien,  J.  L.  Packer, 

Daniel  Starch,  W.  W.  Theisen,  G.  A.  Yoakum,  and  Repre¬ 
sentatives  of  the  School  Systems  of  Cedar  Rapids, 

Denver,  Iowa  City,  and  Racine 

The  Executive  Committee  of  the  Society  appointed  a  Committee  on  Silent 
Reading,  under  the  chairmanship  of  Earnest  Horn,  which  gathered  the  material 
in  this  volume  as  its  report.  Section  I  comprises  ten  chapters  concerned  with 
investigations  of  various  aspects  of  the  problem  of  reading,  as  for  instance, 
the  difficulties  encountered  in  teaching  silent  reading,  the  measurement  of 
speed  and  comprehension  of  silent  reading,  the  vocabularies  and  contents  of 
readers,  and  the  development  of  reading  speed.  Section  II  contains  examples 
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of  concrete  exercises  which  have  actually  been  tried  in  the  classroom  for  teach¬ 
ing  silent  reading.  This  yearbook  may  be  regarded  as  intermediate  in  scope  and 
purpose  between  the  several  treatments  of  reading  in  the  earlier  yearbooks  on 
minimal  essentials  and  the  economy  of  time  and  the  elaborate  treatment  of 
reading  in  the  Twenty-Fourth  Yearbook,  Part  I. 

VOLUME  EIGHT 

TWENTY-FIRST  YEARBOOK,  Parts  I  and  II  (1922) 
Intelligence  Tests  and  Their  Use 

S.  S.  Colvin,  Helen  Davis,  Bessie  L.  Gambrill,  Henry  W.  Holmes,  W.  K.  Layton, 
W.  S.  Miller,  Rudolph  Pintner,  Agnes  L.  Rogers,  H.  O.  Rugg, 

M.  R.  Trabue,  E.  L.  Thorndike,  and  G.  M.  Whipple 

Under  the  chairmanship  of  the  late  S.  S.  Colvin,  this  Committee  of  the 
Society  produced  this  yearbook  of  270  pages  in  the  attempt  to  explain  “in  a 
clear  and  accurate  manner  the  theory,  nature,  and  practical  use  of  intelligence 
tests.  ’  ’  Its  two  parts  are  bound  in  one  cover.  Part  I  treats  of  ‘  general  in¬ 
telligence,  ’  its  nature,  how  it  may  be  measured,  how  mental  tests  have  de¬ 
veloped,  and  their  essential  characteristics.  Part  II  treats  in  considerable 
detail  “the  administrative  uses  of  intelligence  tests  in  various  grades,  be¬ 
ginning  with  the  primary  grade  and  ending  with  the  college  and  university.” 
In  addition  to  a  wide  circulation  among  schoolmen,  this  yearbook  has  been  ex¬ 
tensively  used  for  purposes  of  instruction  in  normal  schools  and  colleges. 

TWENTY-SECOND  YEARBOOK,  Part  I  (1923) 

English  Composition:  Its  Aims,  Methods,  and  Measurement 

Earl  Hudelson 

By  means  of  questionnaires  the  author  sought  to  discover  from  teachers  of 
English  what  their  actual  aims  and  methods  were  with  respect  to  composition. 
He  next  considered  the  means  employed  for  determining  the  extent  to  which 
these  aims  were  being  attained  and  was  led  to  devise  and  to  standardize  two 
scales  for  the  measurement  of  English  composition.  His  principal  contention  is 
that  most  composition  scales  test  only  how  well  the  pupil  can  write  upon  that 
particular  topic,  not  hdw  well  he  can  possibly  write.  For  the  latter  purpose  he 
proposes  his  Maximal  Composition  Ability  Scale.  To  determine  accurately 
from  time  to  time  the  extent  to  which  the  pupils  are  exercising  their  real 
ability,  he  proposes  another  device  known  as  the  Typical  Composition  Ability 
Scale.  Detailed  instructions  are  given  for  the  use  of  these  two  scales. 

TWENTY-SECOND  YEARBOOK,  Part  II  (1923) 

The  Social  Studies  in  the  Elementary  and  Secondary  School 
A.  S.  Barr,  J.  J.  Coss,  Henry  Harap,  R.  W.  Hatch,  H.  C.  Hill,  Ernest  Horn, 

C.  H.  Judd,  L.  C.  Marshall,  F.  M.  McMurry,  Earle  Rugg,  H.  0.  Rugg, 
Emma  Schweppe,  Mabel  Snedaker,  and  C.  W.  Washburne 

This  group  of  writers,  under  the  direction  of  H.  O.  Rugg,  has  presented  in 
this  324-page  yearbook  important  and  somewhat  radical  proposals  concerning 
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the  portion  of  the  curriculum  devoted  to  the  social  studies.  Section  I  analyzes 
current  practices,  shows  how  social  science  curricula  came  to  be  what  they  are, 
and  points  out  needed  changes.  Section  II  presents  samples  of  reorganized 
courses  in  this  field  in  several  schools.  Section  III  discusses  the  method  by 
which  such  reorganizations  of  the  curriculum  should  be  carried  on.  Section  IV 
is  a  critical  appraisal  of  F.  M.  McMurry  of  the  proposed  reorganizations.  This 
volume  may  be  regarded  as  one  of  several  fore-runners  of  the  proposed  year¬ 
books  on  the  Technique  of  Curriculum-Making.  It  applies,  obviously,  primarily 
to  the  geographical  and  historical  portions  of  the  curriculum. 

VOLUME  NINE 

TWENTY-THIRD  YEARBOOK,  Part  I  (1924) 

The  Education  of  Gifted  Children 

B.  T.  Baldwin,  Helen  Davis,  Lillie  R.  Ernst,  F.  N.  Freeman,  T.  S.  Henry, 
Ernest  Horn,  H.  O.  Rugg,  L.  O.  Smith,  L.  M.  Terman,  C.  W.  Waddle, 
and  G.  M.  Whipple,  chairman  (the  Society’s  Committee) 

assisted  by 

J.  R.  Benson,  E.  R.  Breslich,  Arthur  Brogue,  Margaret  V.  Cobb,  R.  R.  Cook, 
J.  C.  DeVoss,  Anna  M.  Engel,  E.  M.  Haney,  H.  C.  Hill,  K.  J.  Hoke, 

Leta  A.  Hollingworth,  A.  J.  Martin,  E.  L.  Moyer,  Mary  L. 

Patrick,  W.  C.  Reavis,  Grace  A.  Taylor,  H.  G.  Town¬ 
send,  C.  W.  Washburne,  and  W.  L.  Uhl 

This  extensive  yearbook  (443  pages  of  text)  may  be  regarded  as  an 
attempt  to  gain  further  light  and  a  more  varied  and  comprehensive  survey 
of  the  problem  discussed  in  the  Nineteenth  Yearbook,  Part  II.  Section  I  con¬ 
tains  various  reports  and  summaries  of  the  more  general  aspects  of  the  prob¬ 
lem— the  history  of  the  movement  for  special  training  of  the  gifted,  methods 
of  locating  such  children,  problems  of  organization  and  administration,  the 
adaptation  of  the  curriculum,  non-intellectual  traits  of  gifted  children,  etc. 
Section  II  presents  numerous  special  studies  of  such  children,  with  respect  to 
their  physical  and  mental  traits,  their  educational  achievements,  their  subse¬ 
quent  careers  in  the  high  school  and  university,  and  the  outcomes  of  various 
school  experiments  in  providing  special  training  for  them.  Section  III  is  a 
valuable  annotated  bibliography  of  453  titles. 

TWENTY-THIRD  YEARBOOK,  Part  II  (1924) 

Vocational  Guidance  and  Vocational  Education  for  the  Industries 
A.  H.  Edgerton  and  Fifty  Collaborators 

This  yearbook  is  one  of  the  largest  ever  undertaken  by  the  Society.  The 
material  for  it  was  gathered  and  organized  by  Professor  Edgerton  from  many 
sources  and  with  the  aid  of  half  a  hundred  contributors.  It  affords,  therefore, 
a  comprehensive  exposition  of  the  present  status  of  the  branch  of  educational 
endeavor  to  which  it  is  devoted.  Section  I,  which  deals  with  vocational  guid- 
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anee,  gives  detailed  accounts  of  what  is  already  being  done  in  various  city 
schools  systems,  both  large  and  small,  and  in  colleges  and  universities,  also 
accounts  of  methods  of  training  vocational  counselors.  Section  II  deals  with 
vocational  education  for  the  industries.  It  shows  what  is  being  done  in 
typical  part-time,  or  continuation,  schools  and  in  typical  day  and  evening 
industrial  courses  in  smaller  cities.  Further,  there  is  discussion  of  the  train¬ 
ing  of  workers  in  industry,  the  training  of  foremen,  and  the  training  of 
teachers  for  vocational  industrial  schools.  Both  sections  are  supplied  with 
bibliographies. 


VOLUME  TEN 

TWENTY-FOURTH  YEARBOOK,  Part  I  (1925) 

Report  op  the  National  Committee  on  Reading 

F.  W.  Ballou,  W.  S.  Gray,  Rose  L.  Hardy,  Ernest  Horn,  Frances  Jenkins, 

S.  A.  Leonard,  Estaline  Wilson,  and  Laura  Zirbes 

Under  the  chairmanship  of  W.  S.  Gray,  this  Committee,  appointed  by 
Commissioner  Tigert  in  January,  1923,  subsidized  by  the  Commonwealth  Fund, 
and  assisted  by  numerous  school  and  university  specialists,  has  used  the  avenue 
of  publication  afforded  by  this  Society  to  present  what  is  one  of  the  most 
authoritative  and  most  useful  general  discussions  of  the  problem  of  reading 
that  has  been  made  available.  Among  the  topics  considered  are:  the  aims  of 
instruction  in  reading,  a  modern  program  of  reading  -instruction  for  the  ele¬ 
mentary  grades  and  the  high  school,  methods  of  developing  a  meaningful 
vocabulary,  the  relation  of  reading  to  literature  and  the  other  content  subjects, 
materials  for  instruction,  standardized  and  informal  reading  tests,  recognition 
of  individual  differences  by  diagnosis  and  remedial  work.  A  feature  of  the 
book  is  the  series  of  specific  recommendations  in  which  the  members  of  the 
Committee,  by  discussion  and  experiment,  have  been  able  to  concur. 

TWENTY-FOURTH  YEARBOOK,  Part  II  (1925) 

Adapting  the  Schools  to  Individual  Differences 

Franklin  Bobbitt,  B.  R.  Buckingham,  S.  A.  Courtis,  W.  S.  Gray,  Ernest  Horn, 
Jessie  Mackinder,  Helen  Parkhurst,  A.  H.  Sutherland,  Mary  A.  Ward, 

C.  W.  Washburne,  chairman  (the  Society’s  Committee) 

assisted  by 

Cecilia  Anderson,  R.  N.  Brown,  Grace  E.  Carter,  F.  E.  Clerk,  Mary  H.  Comings, 
U.  J.  Hoffman,  Hilda  M.  Holmes,  W.  H.  Holmes,  W.  H.  Kilpatrick, 

S.  A.  Leonard,  J.  L.  McCrory,  H.  L.  Miller,  W.  C.  Reavis, 

Margaret  Smith,  A.  J.  Stoddard,  Elizabeth  T.  Sullivan, 

L.  Belle  Voegelein,  and  W.  A.  Wirt 

Section  I  of  this  important  yearbook  describes  the  factors  which  under 
ordinary  school  conditions  tend  to  produce  maladjustments  of  pupils  with 
respect  to  grading  and  rate  of  progress.  Section  II  follows  with  a  description 
of  typical  attempts  to  meet  these  difficulties  by  adjusting  the  school’s  organiza- 
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tion  and  methods  of  instruction.  Section  III  details  statistical  results  of  experi¬ 
ments  in  the  individualization  of  instruction,  with  special  reference  to  the 
woik  at  Winnetka.  Section  IV  discusses  the  various  problems  which  are  en¬ 
countered  in  thus  adapting  schools,  and  Section  V  outlines  the  steps  involved 
m  launching  a  program  of  this  sort.  Section  VI  is  a  critique  of  these  pro¬ 
posals,  while  Section  VII  comprises  an  annotated  bibliography  of  76  pages. 


VOLUME  ELEVEN 

TWENTY-FIFTH  YEARBOOK,  Part  I  (1926) 

The  Present  Status  of  Safety  Education 
M.  B.  Hillegas,  A.  B.  Meredith,  Z.  E.  Scott,  A.  W.  Whitney,  S.  J.  Williams, 
and  G.  M.  Whipple,  chairman  (of  the  Society’s  Committee) 

assisted  by 

Rena  Allen,  Mary  N.  Arrowsmith,  Harriet  E.  Beard,  Mary  B.  Day,  Ruth  C. 

Earle,  II.  S.  Gruver,  J.  H.  Harvey,  Max  Henig,  Evelyn  T.  Holston, 

W.  D.  Keefer,  Frances  H.  Miner,  E.  G.  Payne,  M.  S.  Pittman, 

Mary  O.  Pottenger,  Idabelle  Stevenson,  and  Ruth  Streitz 

This  yearbook  represents  the  product  of  cooperation  between  this  Society 
and  the  Education  Division  of  the  National  Safety  Council.  It  traces  the 
development  of  the  safety  movement  in  industry,  in  the  schools,  and  in  civic 
administration,  shows  how  safety  education  has  been  introduced  into  various 
school  systems,  presents  at  great  length  and  in  full  detail  the  materials  and 
methods  of  a  program  of  safety  education  for  the  elementary  schools,  with 
additional  suggestions  for  the  adaptation  and  extension  of  this  program  for 
use  m  high  schools,  and  in  rural  and  vocational  schools.  The  volume  concludes 
with  a  general  discussion  of  the  significance  of  safety  education  and  the  out¬ 
look  for  its  future  development. 


TWENTY-FIFTH  YEARBOOK,  Part  II  (1926) 
Extra-Curricular  Activities 


F.  C.  Ayer,  C.  R.  Foster,  E.  K.  Fretwell,  L.  V.  Koos,  J.  G.  Masters, 
M.  C.  Prunty,  W.  C.  Reavis,  Earle  Rugg,  and  P.  W. 

Terry  (the  Society’s  Committee) 

assisted  by 


E.  H.  Chappelle,  F.  Fickinger,  C.  E.  Hagie,  M.  B.  Horner,  H.  C.  McKown, 

C.  J.  Pieper,  E.  S.  Simmonds,  and  Clifford  Woody 

Under  the  chairmanship  of  L.  V.  Koos,  this  Committee  and  its  associates, 
by  extensive  canvassmg  of  the  country,  has  brought  together  a  comprehensive 
statement  of  the  present  status  of  extra-curricular  activities  in  the  public 

evl0ate°fVhe  ^  ^  ““  haS  primary  to 

aluate  these  varied  activities  or  to  prescribe  rules  for  their  inauguration  or 
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control,  but  rather  to  state  current  practices  with  respect  to  such  matters  as 
honor  societies,  publications,  student  government  organizations,  debating,  music, 
athletics,  assemblies,  and  clubs  of  all  kinds.  These  are  discussed  for  elementary, 
for  junior-high,  and  for  senior-high  schools.  Special  attention  is  paid  to  the 
relation  of  the  teacher  to  these  various  enterprises. 


VOLUME  TWELVE 

TWENTY-SIXTH  YEARBOOK,  Parts  I  and  II  (1927) 

The  Foundations  and  Technique  op  Curriculum  Construction 

William  C.  Bagley,  Franklin  Bobbitt,  Frederick  G.  Bonser,  Werrett  W.  Charters, 

George  S.  Counts,  Stuart  A.  Courtis,  Ernest  Horn,  Charles  H.  Judd, 
Frederick  J.  Kelly,  William  H.  Kilpatrick,  Harold  Rugg  (Chairman), 
George  A.  Works  (Members  of  the  Society’s  Committee) 

Associated  Contributors 

Otis  W.  Caldwell,  Walter  D.  Cocking,  Ellsworth  Collings,  Flora  J.  Cooke,  J.  L. 

Flanders,  Harry  O.  Gillet,  John  A.  Hockett,  Marietta  Johnson,  Margaret 
Naumburg,  Jesse  H.  Newlon,  Raymond  W.  Osborne,  Henry  Carr 
Pearson,  C.  A.  Phillips,  Caroline  Pratt,  William  C.  Reavis,  Ethel  I. 

Salisbury,  E.  M.  Sipple,  Eugene  R.  Smith,  A.  L.  Threlkeld, 

Carleton  Washburne 

Fiom  time  to  time,  in  a  dynamic  society  it  is  imperative  that  we  stand 
aside  from  the  movement  of  affairs  to  review  trends,  to  assay  products,  to 
map  out  new  paths.  The  chief  purpose  of  this  Yearbook  is  a  study  ’and 
appraisal  so  far  as  agreement  is  possible  of  curriculum  making  in  American 
schools — past  and  present. 

For  two  years  the  Society’s  Committee  was  engaged  in  the  development 
of  one  phase  or  another  of  the  work,  either  in  collecting  and  appraising  the 
contemporary  situation,  in  studying  the  chief  trends  of  development  in  the  past 
century  or  in  prolonged  round  table  conferences  over  similarities  and  di¬ 
vergences  in  educational  theory. 

This  Yearbook  presents  three  results  of  their  efforts :  a  historical  review, 
a  description  and  evaluation  of  contemporary  practices,  and  a  statement  of 
foundational  principles  for  curriculum  reconstruction. 

Part  I  of  this  Yearbook  attempts  a  description  and  critical  synthesis  of 
curriculum-making,  past  and  present.  Part  II  presents  the  committee’s  joint 
platform  for  curriculum-construction— a  general  statement  of  the  foundational 
principles  upon  which  the  committee  desires  to  see  the  next  steps  taken  in  the 
reconstruction  of  the  school  curriculum.  Also  the  frank  and  interesting  indi¬ 
vidual  statements  of  the  views  of  the  several  members  of  the  committee. 


19 


VOLUME  THIRTEEN 

TWENTY-SEVENTH  YEARBOOK,  Part  I  (1928) 

Aature  and  Nurture:  Their  Influence  Upon  Intelligence 

Lewis  M.  Terman,  Barbara  S.  Burks,  Truman  L.  Kelley,  E.  L.  Thorndike, 
Raymond  R.  Willoughby,  Harold  E.  Jones,  Helen  L.  Koch,  Gladys  G. 
Tallman,  Mildred  Burlingame,  Calvin  P.  Stone,  Frank  N.  Freeman, 

K.  J.  Holzinger,  Blythe  C.  Mitchell,  Agnes  L.  Rogers,  Dorothy 
Durling,  Katharine  McBride,  Joseph  Peterson,  Katherine 
Murdoch,  Doris  Maddow,  Nettie  L.  Berg,  Gertrude 
Hildreth,  Florence  L.  Goodenough,  Carolyn  Hoefer, 

Mattie  C.  Hardy,  Lois  Doe-Kulmann,  Arnold 
Gesell,  Janet  A.  Matthew,  Bertha  M.  Luckey, 

Katharine  B.  Greene,  Mary  L.  Casey, 

Helen  P.  Davidson,  Doris  I.  Harter, 
and  Arthur  I.  Gates 


Part  I  contains  a  very  useful  and  important  chapter  furnished  by  Mrs. 
Herman  Ramsperger  of  Stanford  University  on  difficulties  met  in  the  statistical 
handling  of  the  material  of  nature-nurture  studies.  Her  section  on  the  dis¬ 
covery  and  expression  of  degrees  of  causation  among  grdups  of  dependent 
factors  is  particularly  important,  including  as  it  does  discussion  of  path  coeffi¬ 
cients  and  coefficients  of  determination.  Other  chapters  contain  a  study  of 
the  intelligence  of  siblings  by  E.  L.  Thorndike  of  Teachers  College,  Columbia 
University,  a  comparison  of  white  and  negro  children  in  rational  learning  by 
Joseph  Peterson  of  George  Peabody  College  for  Teachers,  a  study  of  the 
effect  of  the  nursery  school  upon  intelligence  by  Florence  L.  Goodenough  of 
the  University  of  Minnesota,  and  a  checking  of  the  effects  of  training  by  A 
L  Gatf  °f  Teachers  College,  Columbia  University.  These  are  grouped  under 
seven  heads:  (1)  Family  resemblance;  (2)  intelligence  and  social  environ- 
ment,  (3)  race  differences;  (4)  intelligence  and  schooling;  (5)  relation  to 

health  or  physique;  (6)  constancy  of  the  IQ;  and  (7)  effects  of  coaching 
or  special  training.  s 


TWENTY-SEVENTH  YEARBOOK,  Part  II  (1928) 

Nature  and  Nurture:  Their  Influence  Upon  Achievement 

Lewis  M.  Terman,  Leta  S.  Hollingworth,  Margaret  V.  Cobb,  J.  D.  Heilman 
Katherine  M.  Denworth,  F.  P.  Obrien,  Howard  Taylor,  M.  J  Van  ’ 
Wagenen,  William  A.  McCall,  T.  C.  Holy,  Lonzo  Jones,  G.  M. 

Ruch,  L.  Dewey  Anderson,  June  E.  Downey,  Mark  A.  May 
Hugh  Hartshorne,  Guy  M.  Whipple,  Joseph  Peterson, 

M.  C.  Barlow,  P.  R.  Farnsworth,  and  Barbara  S.  Burks 


The  investigations  of  Part  II  of  the  Yearbook  are  grouped  under  five 
heads:  (1)  Achievement  and  intelligence;  (2)  achievement  and  school  attend¬ 
ance,  (3)  achievement  and  teaching  ability  or  school  methods;  (4)  achieve¬ 
ment  and  school  expenditures;  and  (5)  achievement  and  effort. 
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The  basic  question  asked  in  Part  II  is  as  to  whether  (1)  native  ability 
or  (2)  public  school  experience  determines  levels  of  pupil  achievement  in 
sehool  tasks.  The  most  careful  answer  is  offered  in  Chapter  II,  where  J.  D. 
Heilman  of  Colorado  State  Teachers  College  reports  the  use  among  a  group 
of  828  ten-year  old  public  school  children  in  Denver  of  expressions  of  amount 
for  (1)  mental  age,  (2)  school  attitude,  and  (3)  home  status  to  determine 
school  achievement  in  terms  of  educational  age.  He  uses  Sewell  Wright’s 
path  coefficient  method  and  finds  that  at  least  “50  percent  of  the  variation 
in  educational  age”  is  due  to  heredity  as  measured  in  the  study.  School 
attendance  alone  accounts  for  but  about  5  percent  of  the  differences  in  school 
achievement  found  in  his  group  of  ten-year  old  pupils,  and  if  the  influence  of 
school  attendance  in  combination  with  mentality  be  added,  not  over  13  percent 
to  19  pei  cent  of  educational  age  can  be  attributed  to  educational  exposure. 
The  implications  of  these  findings  for  probable  necessary  length  of  elemen¬ 
tary  education  are  very  apparent.  The  chairman  of  the  Yearbook  Com¬ 
mittee,  L.  M.  Terman,  says,  “Results  such  as  those  of  Heilman  open  the 
question  as  to  whether  eight  years  of  school  attendance  is  really  necessary  to 
bring  pupils  up  to  the  standard  usually  achieved  by  the  eighth  grade.  One 
wonders  whether  in  the  four  or  five  years  between  ten  and  fourteen  they 
might  not  learn  to  read,  write,  and  spell  as  well,  and  master  as  much  arith¬ 
metic,  history,  and  geography  as  they  would  be  likely  to  in  eight  years.” 


VOLUME  FOURTEEN 

TWENTY-EIGHTH  YEARBOOK,  Parts  I  and  II 
Preschool  and  Parental  Education 
Prepared  by  the  Society’s  Committee 

B.  T.  Baldwin  (deceased),  Arnold  Gesell,  Patty  S.  Hill,  Douglas  Thom,  Edna 
White,  Helen  T.  Woolley,  and  Lois  H.  Meek  (Chairman) 

Assisted  by 

W.  E.  Blatz,  Agnes  Burke,  Grace  Caldwell,  Lelah  M.  Crabbs,  Bess  V.  Cunning¬ 
ham,  Mary  D.  Davis,  Charlotte  G.  Garrison,  Ernest  Groves,  Sidonie  M. 
Gruenberg,  Ruth  Haefner,  Francis  A.  Hungerford,  Harriet  Johnson, 

H.  E.  Jones,  Grace  Langdon,  Elizabeth  Lord,  Lawson  Lowrey, 
Elizabeth  Moore,  Mary  Murphy,  Winifred  Rand,  Mae  Ray¬ 
mond,  Mandel  Sherman,  G.  S.  Stevenson,  Mary  Sweeny, 

Nell  B.  Taylor,  Flora  Thurston,  Leona  Vincent,  Beth 
Wellman,  C.  A.  Wilson,  and  Elizabeth  Woods 

The  Twenty-Eighth  Yearbook  is  the  most  significant  contribution  that  has 
been  made  to  the  literature  of  preschool  and  parental  education.  A  request 
for  a  yearbook  in  this  field  was  made  to  the  National  Society  for  the  Study 
of  Education  in  February,  1925,  and  the  committee  was  formally  organized 
in  October,  1925.  Dr.  Lois  Hayden  Meek,  Educational  Secretary  for  the 
American  Association  of  University  Women,  was  appointed  chairman  and  the 
other  members  of  the  committee  were  chosen  to  represent  various  aspects  of 
preschool  and  parental  education;  Dr.  Bird  T.  Baldwin  and  Dr.  Arnold  Gesell, 
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research  in  child  development;  Professor  Patty  Smith  Hill,  education  of  young 
children;  Miss  Edna  N.  White,  home  economics  aspect  of  preschool  and 
parental  education;  Dr.  Helen  T.  Woolley,  psychological  aspects  of  personality 
problems  of  childhood;  Dr.  Douglas  Thom,  the  psychiatric  aspect  of  child 
problems.  A  generous  grant  from  the  Laura  Spelman  Rockefeller  Memorial, 
supplementing  the  appropriation  of  the  National  Society  for  the  Study  of 
Education,  made  possible  the  work  of  the  Committee. 

The  seven  members  of  the  Committee  and  the  twenty-nine  contributors 
associated  with  them,  have  assembled  and  presented  in  the  Yearbook  a  most 
comprehensive  survey  of  the  present  status  of  preschool  and  parental  educa¬ 
tion.  In  setting  forth  the  Committee's  purpose  for  the  Yearbook,  Dr.  Meek 
says  in  the  introduction:  “The  Committee  hopes  that  the  present  yearbook 
will  help  to  show  the  trends  of  the  movement,  to  point  out  the  need  for  care¬ 
fully  trained  personnel,  to  emphasize  the  varied  influences  of  home,  school  and 
community  life,  and  to  focus  attention  on  the  total  aspect  of  child  develop¬ 
ment — physical,  emotional  and  social,  as  well  as  intellectual.”  She  further 
states  that  the  Committee  worked  and  thought  together  on  practically  every 
part  of  the  book  in  an  effort  to  unify  the  contributions  of  the  many  who  sup¬ 
plied  the  wealth  of  data,  and  to  present  the  material  concerning  the  education 
of  children  and  parents  from  a  point  of  view  which  would  integrate  a  move¬ 
ment  participated  in  by  many  groups  with  varying  objectives  and  backgrounds. 

Throughout  the  book  the  term  preschool  refers  “to  the  whole  period  of 
infancy  and  early  childhood,  from  birth  up  to  elementary  school  entrance  at 
the  age  of  six  or  seven.”  The  term  parental  education  is  used  “in  its  broad¬ 
est  sense  to  include  all  methods  and  devices  of  adult  education  intended  to 
assist  parents  in  the  understanding  and  care  of  their  children.” 

The  book  is  divided  into  two  parts — Part  I  on  organization  and  de¬ 
velopment  of  preschool  and  parental  education,  and  Part  II  on  research  and 
method  in  this  field.  In  Part  I,  the  history  of  the  movement  is  given,  in¬ 
cluding  a  brief  discussion  of  the  beginnings  of  the  kindergarten,  the  Montessori 
school,  the  nursery  school,  child  health  centers,  play  schools  and  child  study 
groups.  The  following  general  considerations  underlying  preschool  and  pa¬ 
rental  education  are  stressed:  the  importance  of  the  preschool  years  from 
the  standpoint  of  growth  and  development,  the  influence  of  home  and  parents, 
the  need  of  supplementary  educational  agencies  and  fundamentally  of  edu¬ 
cating  parents  themselves.  The  present  organization  of  education  for  pre¬ 
school  children  is  given  in  considerable  detail  covering  the  family  as  an  agency, 
day  nurseries,  maternity  and  infant  welfare  centers,  the  clinics,  nursery 
schools  and  kindergartens.  Part  II  also  includes  a  survey  of  current  pro- 
giams  in  parental  education  and  experiments  in  preparental  training,  and 
indicates  what  is  being  done  in  professional  training  for  research  and  in¬ 
struction  m  preschool  education,  in  the  professional  training  of  nursery  school 
teachers,  and  in  the  training  of  leaders  in  parental  education. 

Part  II,  on  research  and  method,  opens  with  research  activities  in  the 
field  of  child  development,  indicating  the  present  status  of  research  in  child 
development  and  citing  the  outstanding  studies  of  motor,  language,  intellectual, 
emotional  and  social  development  and  pf  physical  growth.  A  section  follows 
on  educating  preschool  children,  with  a  thorough  discussion  of  child  activities, 
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including  those  leading  to  the  establishment  of  routine  habits,  play,  art  ex¬ 
periences,  language  and  literature  and  social  development.  Provision  for 
individual  differences  and  the  records  of  young  children  are  also  introduced. 
A  concluding  section  deals  with  methods  and  materials  for  the  education  of 
parents  and  of  practical  ways  of  educating  parents  and  teachers  to  the  value 
of  mental  hygiene.  s 

The  Twenty-Eighth  Yearbook  is  a  very  valuable  source  book  in  the  field 
of  preschool  and  parental  education — a  book  which  administrators,  super¬ 
visors,  teachers  and  parents  interested  in  general  or  specialized  education  for 
the  preschool  child  or  the  parent  will  find  an  indispensable  addition  to  their 
libraries. 
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The  Twenty-Ninth  Yearbook  of  the  National  Society  for  the  Study  of 
Education  was  prepared  by  the  Society’s  committee  on  arithmetic,  of  which 

F.  B.  Knight  is  chairman,  and  the  membership  includes  W.  A.  Brownell,  B. 
R.  Buckingham,  G.  T.  Buswell,  C.  E.  Greene,  and  R.  L.  West.  Thirty  other 
active  members  of  the  Society  assisted  the  committee  in  the  preparation  of 
this  700  page  report,  or  acted  as  a  special  reviewing  committee,  whose  critique 
of  the  work  as  a  whole  appears  at  the  end  of  the  Yearbook. 

The  Twenty-Ninth  Yearbook  is  divided  into  two  parts.  Part  I,  Some 
Aspects  of  Modern  Thought  on  Arithmetic,  contains  an  article  on  “The  Social 
Value  of  Arithmetic,”  by  B.  R.  Buckingham;  one  on  “The  Arithmetic  Cur¬ 
riculum,”  by  West,  Greene,  and  Brownell;  on  “Some  Considerations  of 
Method,”  by  F.  B.  Knight;  on  “Testing  and  Diagnosis,”  by  Greene  and 
Buswell ;  and  on  '  ‘  The  Training  of  Teachers,  ”  by  B.  R.  Buckingham. 

Part  II,  Research  in  Arithmetic,  contains  a  study  of  techniques  by  W.  A. 
Brownell,  a  critical  survey  of  previous  research  in  arithmetic,  by  G.  T.  Bus- 
well,  and  reports  of  eleven  hitherto  unpublished  studies  on  various  pertinent 
topics.  The  Appendix  contains  a  Critique  of  the  Yearbook  by  the  reviewing 
committee,  Leo  J.  Brueckner,  chairman. 


23 


ORDER  BLANK 


City  and  State 


DATE  DUE 

) 

"" 

GAYLORD 

PRINTED  IN  U.ft.A. 

MARYGROUE  COLLEGE  LIBRARY 
Report  of  the  National  Committee 
370.6  N217  o.24  pt.l 


3  1T27  00117057  7 


370 

N217 

National  society  for  the 

( 

v.24 

study  of  education 

Yearbook  24 

370 
N217 
v.  24 


